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ABSTRACT

The research project and its subsequent writing up in this thesis has had three primary
aims, which have been to carry out and present:

1. a detailed, qualitative consideration and evaluation of the aims and expectations
of participants - both lecturers and students - in small group teaching in a
university;

2. a scientifically-based analysis of the practice of small group teaching across six

faculties within that university, focusing on amounts of lecturer talk and student
talk, the nature of that talk and the interaction patterns between the participants;
3. an exploration, using information from two recently completed surveys, of the
existing level of motivation within one other university amongst its staff to act on

such results as this project yields.

The first three chapters serve as an introduction to the main issues within the thesis, to the
design of the research programme itself and to the literature, which has informed the total
project. An extended bibliography is also included, to inform further detailed study.
Chapters Four and Five focus on the consideration of aims of participants, the subsequent
two chapters on the analysis of the practice of small group teaching as exemplified in the
video-recorded data collected. Chapter Eight presents an exploration of the current
climate and context, into which the above research findings and recommendations are to be
introduced.

It is concluded from these various analyses of data that there is much scope for
improvement not only of performance in university small group teaching, but also in
perceptions of performance. Additionally it is feared that the current level of motivation t.
act upon such conclusions is low. It is recommended that further research is needed into
models of staff development in institutions, in order that university provision might be so

organised as to increase its effectiveness.



CHAPTER ONE

INTRODUCTION

Pr le

"Once upon a time (to start as all good fairy tales do) just to be a
university lecturer or professor was itself evidence of quality. As with the
aristocracy in a pre-democratic age, any incompetence or indolence in a
member of university staff tended to be regarded tolerantly, as a form of
eccentricity. In days when a degree secured admission to membership of
an exclusive social group, concern about standards was not seen as
appropriate among those who had secured membership.”
(Nisbet, 1986).

This quotation depicts with mild whimsicality anachronistic facets of the former British
university system - now a “civilisation, gone with the wind" of economic constraint,
increased accountability and consequent contraction. Many members of this mini-
civilisation might wish to perpetuate its previous isolation, elevation, untouchable exclusivity
and enviable freedom of behaviour; such a wish is, however, both hopeless and pointless.
The essential pragmatism of the 1980’s, brought about by a straitened national economy,
has called into question the universities’ right to such exclusivity, which might permit and
even encourage, eccentricity, indolence and lack of concern about standards. The
previously unassailable privilege and assumed right of universities to be the only
Government-supported area of education accorded such a degree of autonomy have been
irretrievably undermined: the university system is now very firmly just one other part of an
increasingly centralised education system in Britain, able to be questioned like the rest and
expected to be accountable in the same way. Credible counter-arguments have been

harnessed against this current trend.

"There is a very obvious threat to British universities. This comes from
ignorant pressures applied by a doctrinaire and anti-intellectual
government which has a naive belief in the virtues of traditional
engineering, privatisation and the economics of a grocer’s shop.”

(Elton, 1987)

Such powerful and understandable arguments, however, are likely to go unheeded and
indeed, to be counterproductive to the development of the system. The issues of
accountability, measured competence and standards of performance within the universities
have to be addressed for the good of their public image and in pursuit of improved

efficiency and effectiveness.
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Aims of the Proj

This study has as its central focus the identification and analysis of effective and ineffective
performance in one perhaps small, but, to be argued, highly significant area of a university
teacher’s work. The aims of this project, which analyses the practice of small group
teaching across a variety of subject areas and examines the university context within which
this teaching takes place, are primarily threefold:-

1) to increase awareness of the processes in small group work - its practitioners’
aims, interpretations, methods, successes and weaknesses in using this approach

as a vehicle for learning development;

2) to explore what level of motivation exists amongst university staff in the current
climate
(a) to identify effectiveness and ineffectiveness in teaching
and (b) to participate in activities which might enable improved performance in

teaching, with particular reference to small group work;

3) in the light of one and two above, to reach conclusions about the ways in which
university lecturing staff might most productively and positively be encouraged to
improve students’ opportunities for learning in small groups.

The empbhasis in the above aims on enabling learning rather than on teaching is intentional,

and underlines the fact that a secondary aim of this study is to provoke thought about the

interpretation of the role of an academic in relationship to the students, and the body of
knowledge and skills, with which they are both involved. Much has been written about
theories of student learning, which is referred to both in the bibliography and subsequent
chapters of this thesis, notably the ’Review of the Literature’ section. It is, however, worthy
of note at this stage that much of the design of curricula and courses of study as well as of
the educational methodology across the wide variety of disciplines in universities is
characterised by a preoccupation with teaching. Frequently when university staff are asked
to identify the goals of their institution, they allude to teaching and research or vice versa.

An alternative way of expressing those goals would be to say that all university staff are

concerned with creating an environment which is conducive to learning at a variety of levels

- undergraduate and postgraduate, and at its ultimate level advanced learning becomes that

research carried out by the semior members of the academic community - the staff

themselves. The relationship between staff, students and knowledge/skills implied in the
latter definition of mission is fundamentally different from the underlying implications of
the former. The latter reference to the creation of an environment conducive to learning at
all levels suggests a sharing experience between all members of that environment and an
enabling of learning for the less experienced by the more experienced within a given subject

area. The notions of hierarchy and authority are diminished in such a statement of goal
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and purpose. The former reference to the goals of teaching and research implies a
separation of two distinctly different activities rather than the continuum of one essential
activity, ie learning, and alludes merely indirectly to students only in a very passive role -
those being taught. The reference is primarily to the functions of the staff and suggests a
didactic and authoritarian approach to the relationship existing between students, staff and
knowledge.

"Higher education institutions should spend more time promoting
learning skills rather than just subject-oriented teaching, because industry
requires a flexible, trainable workforce, not people with dated skills."
(Times Higher Educational Supplement, (THES) 21-11-86).

Although the above quotation emphasises requirements of industry, it does neatly focus
attention on the essential differences between the development of learning skills and the
process of teaching. It might be argued that academic staff in their role as "teachers” need
to analyse the difference between the aims and the outcomes of the two activities in much
greater depth.

No study of small group work in universities could fail to make detailed reference to the
above relationship and to the dilemma and ambiguity between the processes of teaching
and of learning. This theme will permeate the documentation of the project - most
particularly in the chapters on aims of small group work and interaction patterns in
instructional small groups. However, as well as exploring issues of how students learn
effectively, whether by being "taught" or by being encouraged to take greater responsibility
for their own learning development, for example in small groups, this thesis addresses also
aspects of the environment within which staff and students work currently, which might or
might not increase the motivation of academics to focus on learning and teaching and on
improvement of their performance in this area. There exist currently both motivators and

de-motivators in this connection.

Factors which Inhibit Motivation to Improve Performance

1) Financial Constraints

Most universities are operating in a situation of reduced resources and consequent
contraction. Ways and means are being sought within those institutions to generate extra
income, which might prevent staff losses on a large scale. However, since 1981 there have
been considerable academic staff losses within university departments. From this situation
a deleterious tendency might emerge to cope with less preferential staff-student ratios by
increasing the amount of didactic teaching with large groups of students; or at the opposite
end of the spectrum by developing extensive opportunities for self-learning with
individualised instruction mechanisms. Although both the above-mentioned approaches to

instruction have their appropriate places in the curriculum of a variety of university
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instruction have their appropriate places in the curriculum of a variety of university
departments, the importance of creating opportunities for students to meet with tutors
and/or with each other in small groups to exchange ideas and to participate in discussions
should not be underestimated for the development of knowledge and of essential
professional and social skills. Such opportunities for learning might be decreased in times
of contraction.

Additionally financial constraint and consequent loss of staffing results in increased time
constraints. With fewer people to share the learning and teaching functions, the work with
students in departments, there may be less willingness to explore and analyse teaching
performance and to experiment with alternative approaches, which might bring about

improvement.
2) The Predominance of Research

"Universities can be distinguished from other institutions of higher
education by their commitment to fundamental research. They carry out
most of the country’s fundamental research and are increasingly involved
in its application.”

(Committee of Vice-Chancellors and Principals (CVCP) "The Future of
the Universities", 1986).

Research has always rightly and appropriately had a high profile and status within
university departments, but never more so than in contemporary times.  Since the
University Grants Committee’s (UGC) survey and analysis of the research activities of all
university departments in 1985 (UGC, 1985) and subsequent partial allocation of resources
on the basis of the results of that analysis, academics within universities have become more
preoccupied with their own research records. In addition to monies being allocated from
central funding according to research activity, there has also been an increased emphasis on
the importance of bidding with research proposals for income from other sources, eg
industry, commerce, etc. The contemporary focus within most universities on income
generation from sources other then Government via UGC has resulted in university staff
seeking such additional income primarily via their research. The gradual introduction of
administrative centres such as "Commercial and Industrial Development Offices” and
"Industrial Liaison Offices" into universities indicates the desire to increase their links with

industry and commerce, as encouraged by Government.



"Aims and Purposes
Higher Education should: ...

3) have closer links with industry and commerce
and promote enterprise."

(Her Majesty’s Stationery Office (HMSO) Cmnd 114. April, 1987).

Such encouraged "closer links" have been manifest predominantly in the area of research.
With those explicit imperatives from such central bodies to increase research and industrial
links and with no comparable incentives to encourage improvements in the area of teaching
and learning, it is hardly surprising that academic staff do not readily engage in the analysis
and improvement of that latter area of their work. Elton (1987) has pointed out clearly and
ominously the potential effects of selective funding by UGC using performance indicators

and peer judgment only in the area of research and not of teaching.

"Universities have not been slow to realize that under the rules laid down
by the UGC, no effort in teaching, however great, can increase the
resources allocated to any one of them. Only efforts in research can do
this. Inevitably in circumstances in which universities are fighting for
survival, internal pressures will shift effort and resources from teaching to
research.

(Elton, 1987)

3) Criteria for Promotion and their Application

Universities have defined criteria for the purposes of promoting staff and in most cases
these include amongst others outstanding performance in the areas of research and
publications, of teaching and of administrative duties. Some have other defined criteria to
take account of professional activities in vocational areas, eg "standing in the profession."”
Although the opportunities for promotion to senior academic posts in universities are much
reduced, the criteria for the exercise still have impact on the work performance of staff.
Just as universities have explicit guidelines for staff on the procedures and criteria for
promotion, so do all universities have the same less explicit, although not hidden, agenda
for the application and the weighting of those criteria. Despite the fact that allusion is
made in all cases of documented criteria to teaching and to administration, it is only on the
rarest of occasions that they are paid anything more than "lip-service” consideration. So
long as this situation persists in universities, especially within current pressing time
constraints, there will be little or no encouragement for aspiring academics to pay more
than the same "lip-service" to their teaching duties. This is not to argue that excellence in
research, which is a primary function of academic staff, should not be rewarded, but rather
that excellence in teaching, which is also a primary function, should not be neglected and
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therefore discouraged. As long ago as 1968 The National Board for Prices and Incomes
suggested an increased weighing for teaching in the promotion system.

"If we are right in thinking that the universities should use more of their
resources for teaching, it follows that teaching should be properly
rewarded in the pay and promotion system.”

(HMSO, 1968)

4) ck of Peer and Student F

The much prized concept of academic freedom, which is so crucial to the furtherance of
research, has however, not been of equal value to the pursuance of excellence in teaching.
Indeed, it might be argued that academic freedom carried across into the lecture theatre
and the seminar room and interpreted as the lecturer’s unquestionable right to function in
splendid isolation and solitariness, has had a counterproductive effect on the advancement
of learning and teaching in higher education. The view that observation of classes by
colleagues constitutes invasion of privacy has prevented the healthy, open observation and
analysis of teaching and the sharing of ideas and experience based on such an exercise.
More open classrooms and a greater level of peer evaluation of performance have led, in
those instances in which they have been practised, to an increased understanding of the
processes of learning and teaching and an increase in experimentation with different
approaches and methods. This project itself is predicated on such openness, on the
perceived value of peer exchange of ideas and on peer receptivity to outcomes of the critical
analysis of teaching performance. There remains nonetheless much further to go in
increasing the level of acceptability and in persuading academics of the value of such
techniques of peer evaluation and criticism.

An equally underdeveloped area of potentially productive analysis and criticism of teaching
is that of student evaluation. Compared with countries such as the U.S.A. and Australia,
where student responses to teaching approaches are an institutionalised form of feedback
to teaching staff on performance, universities in Britain remain on the whole reticent and
even suspicious of such methods. Although, the degree of its usage on courses in the
United States might, in fact, be questioned and indeed might arguably detract from its
credibility and hence its value, such extent and application do not have to be replicated
here. It is, however, incontestable that more could be done in higher education institutions
in this country to elicit the comments of the consumers of our system. Moreover, such
comments on the performance of staff would furnish us with another additional dimension
of valuable critical feedback, which should be regarded as constructive and contributory to
the development of the skills of academic staff. It could be argued that our failure to

develop systematic and concerted methods of analysis of performance in the area of



teaching and learning is in part due to the fact that we have chosen largely to disregard the

opportunities for improvement readily open to us via peer and student evaluation and

criticism.

Factors which might increase Motivation to develop Teaching Skills

In the previous section various aspects of universities have been examined which have
contributed to the lack of initiatives to improve approaches to teaching and learning. These
factors continue presently, but might be outweighed by new external influences, which will

inevitably affect to some extent attitudes and methods in this area of an academic’s work.

1) Increased Focus on Staff Development and on Quality of Teaching

"Quality and Efficien
Quality will be enhanced by:

- improvements in the design and content of courses, and in validation
procedures

- better teaching through staff training, development and appraisal.”

(HMSO April, 1987).

This quotation from the most recent Department of Education and Science (DES) White
Paper on Higher education echoes many recent statements made concerning quality and
standards in a variety of publications, not only those emanating from Government bodies
and committees, but also independent writings, eg Moodie, 1986. Such words as ’quality’,
‘efficiency’, ’effectiveness’, ’criteria’, ’standards’ are all in heavy current usage with
reference to education in general and higher education in particular, a domain which has
hitherto been immune to such analysis and quality control. Various aspects of the aims and
functioning of universities have been subject to examination - notably the management and
administration, in the Efficiency Studies Report by The Jarratt Committee and the research
profile of academic departments in the UGC research survey of 1985. There is no doubt
that this current emphasis on external survey and analysis and the establishment of criteria
for measurement (witnessed also by the work being carried out currently within the CVCP
on the identification and publication of performance indicators for universities) will extend
to the area of learning and teaching, despite the complexity expressed on occasions with

reference to the evaluation of teaching.

... I know of no university which has found a way systematically to identify
good teaching, and certainly the UGC is in no position to do so.”
(Swinnerton-Dyer, Sir P. "Weighing Out the Pots of Gold",

THES 15-11-85).
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Sooner rather than later managers of higher education outside and inside universities and
practising academics will recognise that many universities and polytechnics within Britain
and in other countries have long since found ways of systematically evaluating teaching.
References are made in the bibliography to a variety of writings by Elton (1984),
Goldschmid (1978), Knapper (1980), Murray (1984) and Prosser (1980), all of which
substantiate the feasibility of evaluating teaching systematically and indicate methods of
doing it. Indeed universities in Britain have for many years been paying salaries to a group
of people charged with the responsibility of measuring, on behalf of DES, the competence
of teachers for the primary and secondary sectors of education, ic lecturers in education
(PGCE). In fact the UGC could today be provided with a weighty dossier of instruments,
which could be disseminated to universities as a basis for their development towards the
identification of effective teaching skills and practice in higher education. These
instruments and techniques might have to be adapted and refined to the specific
requirements of lecturers and students at this level, but to pretend that they do not exist or
that they are inapplicable is both absurd and counterproductive to progress towards the
"excellence in teaching”, to which Swinnerton-Dyer later refers in his article.

Just as exercises have been developed and carried out in the measurement of management
and of research, so will it soon become imperative that we engage in the establishment of
criteria for the identification of effective and ineffective teaching. This project is concerned
in part with precisely that issue with reference to small group work. It may well be that the
results and recommendations deriving from it have a greater chance of influencing

performance because of the current climate here outlined.

2) Mature Students and Continuing Vocational Education

"The importance of adult continuing education is now widely - albeit
belatedly - accepted. Many individuals want or need education in middle
life, sometimes because they had no earlier opportunity and sometimes to
make good deficiencies in their previous education. Overlapping with
them are the many who need updating, retraining or new skills - for
example in business management - in order to remain competent
members of Britain’s increasingly technological workforce.  The
Government’s intention is that both these broad categories should be well

served, and it has promoted programmes on both counts."
(HMSO Cmnd 114 April, 1987)

Much encouragement is being given to universities by Government, as indicated in the
above quotation, as well as by CVCP and UGC (NAB/UGC Report, 1986) to make
provision for the intake of a variety of mature learners. In the past a relatively small
number of "adult” students have attended courses, but compared with the number of
mature entrants to polytechnics and colleges of higher education, those studying in

universities have amounted to very few indeed. In addition to those more traditional
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mature entrants, ie those taking up conventional degree courses in later life and those
completing extra-mural courses in Departments of Continuing Education, there is now a
wider variety of adult student via specific initiatives such as DES/PICKUP (Professional
Industrial and Commercial Updating) and schemes organised by the MSC (Manpower
Services Commission). Although such initiatives have not, until recently, had much
involvement with universities, there are now indications and indeed incentives to

universities to increase their provision of places for these schemes.

’11 per cent growth not enough.
BAKER'’S PICKUP TARGET
"I want to see a fivefold increase in the next five years - by 1992.”

(Baker, Spring, 1987).

There is every indication that the DES see at least some of this fivefold increase coming via
the involvement of universities.

In their previous work with other education institutions, the PICKUP co-ordinating staff
have targeted staff development as one of the key priority areas in the provision of
appropriate courses for PICKUP students. It was felt by them that the curriculum and
course design as well as the teaching methodologies in current use with the more
conventional students in polytechnics and colleges of higher and further education were not
always the most suitable and relevant ones to the needs of the mature learners from
commerce and industry, wanting updating in specific skills and knowledge. Academic staff
within these other sectors of higher education have been encouraged to develop their skills
in order to provide more appropriate courses and teaching to their specific needs. The
DES itself has funded work, eg by the FEU (Further Education Unit) in the area of staff
development, and the result has been the production of a study guide and five training
modules, looking at different aspects of the planning and provision of PICKUP courses for
industry and commerce, targeted at those staff in higher education responsible for such
provision. This author is presently involved in the first research project funded by
DES/PICKUP, looking at staff development needs in universities in this context. There is,
therefore, strong encouragement coming to universities from the DES via such schemes, to
analyse teaching approaches in relationship to this potential new clientele.

The following extract from the project report "A Partnership in Learning”, (commissioned
by the DES and stemming from concern expressed by a variety of those involved, that much
could be done to develop the range and amount of adult training carried out in partnership
between employers and colleges, polytechnics and universities) indicates a perceived need
in universities as well as in polytechnics and colleges to develop course designs and learning

methods appropriate to mature client needs.
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"Para.3.7.2. Linking Methods to Needs.

...There is general acceptance that lectures are unlikely to change attitudes
- there is also strong conviction that discussion can lead to new opinions,
especially if there is a skilled discussion leader present. Amongst the
many individual views recorded, these seem to come nearest to supplying
a justification for a particular learning process:

working on real life case material which is relevant to a person’s own
responsibilities allows that person to identify with the problems presented
... and with the successes presented ...

learning at one’s own pace and in one’s own way allows a person to see
the learning as an enjoyable activity rather than an imposition

answering questions is more challenging than remembering answers
tutoring allows individual development

a mixture of crystal ball gazing, brainstorming and problem-solving makes
learning exciting and creative."

(Institute of Personnel Management/DES PICKUP, 1986).

In referring to mature students and to Continuing Vocational Education it should not be
overlooked that pressures to adapt and change teaching and learning approaches will not
only come from the sponsoring agencies previously mentioned, but also from the students
themselves, who bring to their studies and courses arguably different and more perspectives
than conventional, eighteen-year-old, post "A" Level entrants. In an article concerning
mature students and the Open University (1975), Elton identified three groups of mature

students as follows:

"The first then is the examination-orientated group ... They are highly
motivated, they need security in their study and basically one gets so often
the question from them, either straight or disguised, conscious or sub-
conscious, 'what will I be examined on?’ This group is excellently served
by what I might call the traditional Ed. Tech. approach: the specification
of aims and objectives, the provision of materials designed to satisfy those
aims, the provision of tests and self-tests to reassure the student that he is
in fact satisfying them .. The second group is the ’love of education’
group ... Their love of education conflicts with a directiveness of most
degree courses ... The very great importance of discussion in the life of
the ’love of education’ students, whether it is discussion with a tutor, or,
perhaps even more important, peer group learning ... The third group ... I
call it the ’link-to-experience’ group. Every adult student has very
substantial experience of life and, so far in this country, whether in
traditional universities or in the Open University, this is not integrated in
any way individual to the student, into his degree studies.”

This quotation, which I have taken the liberty of including in some length because of its
significance to the argument, indicates the considerable and varied needs of mature

entrants. Such needs, which adult learners have the maturity and confidence to assert to
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their tutors, are going to make greater demands on the academic staff of universities to
analyse critically traditional teaching methods and courses and develop new, more
appropriate designs and techniques.

It might well be the case that the current pressure from a variety of sources, as outlined in
this section, to increase the provision of places within universities for mature entrants, will
act alongside other contemporary influences as a catalyst, which will provoke increased

interest in staff development.

3) Staff Appraisal and Staff Development

"Universities have always been more ready to investigate and assess others
than themselves, and who can blame them for sharing in the frailty of
human nature. However, the time may not be too far off when, if they do
not maintain order in their own house, others may insist on doing it for
them. If this happened the inroads that would be made into the freedom
which universities rightly cherish could be incalculable. Will they be able
to change in time to prevent this from happening?”
(Elton, 1987)

In the above quotation, Elton refers to the present political imperative to universities to
develop procedures for staff appraisal of work performance. In his book he encourages
them to design their own schemes, suitable to their needs, and stresses the importance of
interpreting appraisal as an opportunity for the improvement of performance primarily.
Since the issue of staff appraisal is to be dealt with in greater detail in a subsequent chapter,
it is only intended here to introduce it and its potential contribution to increasing
motivation amongst staff to encourage and to become involved in training and development
activities. Of all the contemporary influences discussed in this section concerning factors
which might increase motivation to develop teaching skills, the introduction of appraisal
into universities might well prove to be the most powerful. As Nisbet (1986), quoting from
The 1985 Green Paper, so succinctly puts it:

"Effective staff development will not happen without a formal institutional
framework for evaluating performance and for responding to development
and training needs’

The point could have been made the other way round: a f.ormal
framework for evaluating performance should not happen without
effective staff development.”

Although there may be arguments as to the exact nature of the relationship between these
two essential functions of human resources development, there can be no doubt that they
are indissolubly interrelated. The inevitable linking of staff development and training to
such an innovation, despite its political nature, might well provide the impetus that has so

sadly been lacking amongst academics hitherto.
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Summary

The purpose of this chapter has been to state the aims of the research project and to
introduce some of the issues surrounding those aims. An attempt has been made to
indicate the significance of analysing the difference between teaching and enabling leaming
and to outline several current pressures which might either inhibit or encourage the
motivation of academic staff in universities to participate in programmes, which are
intended to develop skills in the area of teaching and learning,

In subsequent chapters these ideas will be developed more fully. The aims of small group
work as perceived by both students and lecturers will be examined, then an analysis of
aspects of their behaviours within instructional groups will examine how far current
teaching practice fulfills the aims and expectations stated by these participants. Thereafter
the motivation to act on the results of such an analysis is assessed by a comprehensive

exploration of the attitudes of senior staff in one university to

1) the draft Code of Practice on Academic Staff Training written by Brown (1986)
and published by CVCP and
2) articles on and models of staff appraisal circulated to them.

In the concluding chapter, in the light of these detailed analyses recommendations are
made about ways in which academics might be most effectively encouraged in the present
climate to improve students’ opportunities for learning in small groups.

Let us hope that we have now reached a time when such healthy openness to observation,
criticism and analysis, upon which this researcher has been able to rely, will soon permeate
the whole of the higher education academic community; and that the fairy-tale days alluded
to in the opening quotation of this chapter are irretrievably shrouded in the mists of the

past.
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CHAPTER TWO

REVIEW OF THE LITERATURE

Introduction

Given that this thesis is concerned primarily with the research and development of small
group teaching within the context of staff development, this chapter concentrates on three
main areas, which have had a particularly significant impact on the development of the
researcher’s perceptions and approaches.

There have been comparatively few studies of small group teaching in higher education. Of
these some have concentrated on comparisons of approaches to university teaching in
general (Bligh, 1972), while others have focused on different methodologies of organising
small group instruction, sometimes suggesting one particular, basic methodology, eg the
discursive, participatory group (Rudduck, 1978). No study hitherto has explored a large
and varied collection of saxﬂples of seminars, tutorials, etc. and examined in depth using

scientific methods the processes of teaching within them.

This thesis addresses itself principally to two aspects of small group teaching:
the perceptions, which those participating (both staff and students) have of this
teaching process - its intentions, its practice, its benefits and its problems;
an analysis of the actuality of the process as experienced across a series of groups

drawn from several different faculties.

It is intended therefore to contextualise the research by investigating studies in the

following areas:

1. the nature of small group teaching: ways in which it has been interpreted by
researchers and writers;

2, approaches hitherto to studying and researching small group teaching, including
an analysis of both quantitative and of qualitative research methods;

3. the backcloth to current staff development, described by an overview of attitudes
to its implementation since The Robbins Report (1963) to the present day.

The structure and content of this chapter, therefore, when combined with the references
within the text and the bibliography, provide a background to and rationale for the

subsequent experimental investigations, analyses and recommendations.



1) The Nature of Small Group Teaching

Various descriptions and interpretations of the nature and function of small group teaching
are given in subsequent chapters by lecturers and students involved in the project. Also
conclusions are drawn in the final chapter and recommendations made in the light of the
research findings about ways of improving this process of teaching. It seems sensible,
therefore, to begin this part of the review concerned with small group work by examining
how it is identified in the literature.

In universities we do have difficulties with our differing perceptions of this teaching
medium. An anecdote serves to illustrate this. In the preliminary stages of data collection,
a range of departments were visited with a view to encouraging lecturers within them to
participate in the project. A small Arts Faculty department was visited and the professor
was asked if some of the small group classes might be sampled. His reply contained the

question

"Yes, indeed. What do you mean by small group? Three or four
members?”

Shortly afterwards the Head of a large Engineering department was interviewed and his

response to the request for sampling small groups was:

"We might be interested. What did you have in mind? Groups of sixty or
seventy?”

These two responses begged the following question in the researcher’s mind. How far do

lecturers across different academic disciplines perceive the term small group teaching as a

quantitative label, which says little about methodology of teaching, rather only about the

numbers involved? Or is the predominent perception that it signifies a qualitatively
different form of teaching? What is there in the literature which might encourage lecturers
to see their small group work as a qualitatively different interactional process?

An overview of studies of small group work suggests that there have been broadly three

main ways in which it has been identified and examined.

(a) It has been seen and treated by some writers as one teaching approach within a
repertoire of approaches including, for example, lecturing, laboratory teaching,
individualised learning. Such literature tends to regard small group work
emphatically as an instructional medium and as such offers to readers ’tips’ in
improvement. (See Brown and Atkins, 1988.)

(b) The second way in which the small group in higher education is treated is by
comparative description and/or analysis of ways in which it is practised by

different lecturers. Such literature often takes the form of an anthology of



articles and case studies of various ways of approaching small group teaching eg
seminars, problem-solving, syndicates, tutor-led, tutorless, etc. (See Bligh, 1986.)

(©) The third approach to studying small group work differs from the two above in
that it addresses this form of teaching as a qualitatively different, special and
complex process, which requires of lecturers an understanding of social skills as
well as content knowledge of the academic subject. Writers in this category
analyse small group work not within the general framework of higher education
teaching techniques, rather alongside the practice of this medium in other
professional areas eg psycho-therapy, counselling, medicine, etc. (See Heron,
1986.)

It is the intention now to review examples of literature from within the above designated

categories. The examples referred to in sections (a) and (b) will be fewer than those given

in (c), since it is those alluded to in (c) which have most influenced this particular study.

1a) Examples of Works on University Teaching in general which include Reference
o Small Group Teachin

The literature on teaching in higher education has covered a variety of areas. Some of the

more general writings include discussion of small group teaching. In "What’s the Use of
Lectures" (1972), Bligh analyses achievable objectives of lectures, factors which affect
acquisition of information, and lecturing techniques, which accommodate these factors
most effectively. He also explores alternative teaching methods, where lecturing is
inadequate. Bligh presents a sensible and practical appraisal of the appropriate use of
lectures and gives guidance on lecturing skills. He concludes that lecturing is useful for
conveying information and providing the framework for a topic, but that this expository
method is unsuitable for stimulating thought and changing attitudes. Small group teaching,
he proposes, is preferable for those purposes.

Studies such as "Teaching and Learning in Higher Education" (Beard and Hartley, 1964)
and "Improving Teaching in Higher Education” (Jackson and Jaques, 1976) contain a more
general overview of teaching methodologies. Both publications examine the spectrum from
large group teaching through to independent learning. There is an emphasis in Beard’s
work on psychological theories of learning and on defining objectives in specific areas of
study, whereas the compilation edited by Jackson and Jaques focuses on the preparatory
organisation and practical design of a course. Both include valuable sections on assessment
techniques, evaluation of teaching and learning as well as on small group study methods.
The most recent work within this category, which has just been published is "Effective
Teaching in Higher Education” (Brown and Atkins, 1988). This compilation of analyses of
various teaching approaches provides the higher ecducation practitioner with an

introductory guide not only to different methods,styles and skills of teaching but also to
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pertinent research in each of the areas covered. Hence the reader is introduced to goals
and techniques of lecturing, small group teaching, laboratory teaching, research
supervision, student study skills and is also enabled by the research references in the work
to follow up any of these areas in greater depth. The study itself is noteworthy for its
eminent readability and for its coverage of the most up-to-date research and material in the

field of university teaching methodology.

1b) Compilations of Articles concerning Instructional Small Groups

It would be denying the reader sources of excellent material on different approaches to
small group teaching if two most illuminating and informative compilations of writings in
this field were not referred to. Bligh’s (1986) publication "Teaching Thinking by
Discussion”, presents those interested in small group work with a comprehensive and
stimulating compilation of work done in this area over the past thirty years. It ranges in
content from the handling of tutor facilitated, participative groups with an accent on social
processes, through case study preparation and practice, the encouragement of creating
thinking in groups, to an introduction to ways of evaluating group discussions. It includes
also examples of writings from a variety of different university systems in a range of
countries and provides essential background reading for anyone who is either involved in
research or teaching in small groups.

A second less comprehensive, but equally useful collection of writings on small groups in
higher education derived from Imrie’s (1980) study leave from the Victoria University of
Wellington, which he spent at the Univeristy of Queensland, Australia. His work was
subsequently published by the Tertiary Education Institute (TEDI) of that latter university
under the title of "Small Group Development Reference File". It is indeed just that and
provides the researcher with a good basis to begin his readings on small group work. It has
a section on reflections of practitioners at Queensland University on their experience,
followed by a longer series of reading designed to complement a programme of activities
on small group development for lecturers. It includes extracts from writings and articles in
total, comprising descriptions of experiences, of methodologies, and of techniques for a
range of situations from, eg. the very first meeting of a group, through leaderless group
work, to procedures for assessment and evaluation.

The references above are two of the most comprehensive compilations of work done on
small group teaching within higher education, and constitute a useful starting point for
anyone interested in pursuing the study of this method.



lc) In-depth studies of the pr icipant attitudes and behaviour in small
group work

"By being in a smaller group, one feels part of the class, rather than just

another face in a sea of faces. I actually feel more a part of the
University."

This quotation by one of the students involved in this research project, which is re-iterated
and examined more closely in Chapter 5 emphasises the nature of the involvement of
student participants in small group work. It is clear that, for this student, the cognitive
dimension is only a part of that involvement. In this short quotation he uses the verb "feels”
twice, and in the two references to a sense of belonging - to the class and to the university -
he conveys his recognition of the fact that the social aspects of smaller classes are
significant for him and for his total learning experience in the university.

This third section then deals - in greater detail than the previous (a) and (b) with works
which explore the instructional small group as a series of social interactions and processes,
in which the attitudes and behaviours of all the participants - both learners and facilitators -
play an important part in the intended learning development. This section (c) gives a more
detailed analysis of selected writings than the previous two, since although the more general
works already alluded to informed the beginning phase of the work, it is the following
studies which have most directly framed and influenced the directions of this research.

lci) Small group work in a general professional context

Much has been written about the small group medium in a general professional context and
it is important to frame the study of small class teaching within those explorations of
interpersonal communications and social skill. Van Hassalt et al (1979) analysed hitherto
attempted definitions of social skills, and in so doing summarised conclusions reached from

work done in the 1970s in the following three elements, critical to the concept:

social behaviour comprises both verbal and non-verbal elements, which, they
argue, are acquired and learned.

effective interpersonal behaviour assumes the capacity for behaving without
causing harm. '

situation - specificity is significant, ie few interpersonal behaviours have the same
significance across different situations.

These three critical elements of socially skilled behaviour, as defined by Van Hassalt et al,
although not specifically related to teaching within small groups, are nonetheless helpful to
a lecturer’s consideration of what it is that s/he is attempting to do in tutorials, seminars,

etc. and how most effectively to go about it. They emphasise that our interpersonal
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behaviour - both verbal and non-verbal - is likely to have an effect on the interactions which
take place and thus on the outcomes of our intentions for learning development. Skilled
practice in small group teaching according to the above definition implies a capacity on the
part of all group members for behaving without causing harm; and so, presumably it is
incumbent upon the lecturer, as group facilitator, to encourage and enable that capacity in
others as well as in him/herself. The third element in the Van Hassalt definition suggests
that it might be productive reflection, if lecturers were to explore the specifics of the small
group teaching situation, to have an understanding of which aspects of it bear comparison
with other types of small group facilitation and which demand situation - specific skills. In
short, it is clear when we begin to research the literature of small group interactional
processes that their complex nature is something which every practitioner needs to
consider, in order to operate effectively.

Other attempts to define the concept of social skill in the 1970s and 1980s are also helpful
to our understanding of the nature of small group work in higher education. Theoretical
analyses of the nature of behaviour in groups and what conditions it (eg Argyle, 1972;
Bellack and Hessen, 1979; Saunders et al (1980) have led to a variety of ways in which
socially skilled behaviour in groups might be conceptualised and defined. Argyle (1972),
for example, analyses socially-skilled responses and argues that they are hierarchically
organised in such a way that large entities of social interaction eg interviews, are made up
of a series of small units of verbal and non-verbal behaviour, such as posing and answering
questions, eye-contact, etc. Moreover, he emphasises his belief that training can help the
acquisition of these smaller behavioural units with a view to their subsequent integration
and the development of effective social behaviour in large social encounters.

There have been a variety of further attempts to analyse and define the term ’social skill’.
Some of these demonstrate a tendency to view it as an ability possessed to greater or lesser

degree by individuals. Combs and Slaby (1977) define social skill as:

"an ability to interact with others in a given social context in specific ways
that are socially acceptable or valued and at the same time personally
beneficial, mutually beneficial, or beneficial primarily to others” (p 162).

Phillips (1978) reviewed approaches to the analysis of social skill and concluded that an
individual is socially skilled according to the degree to which ...

* he or she can communicate with others, in a manner that fulfils one’s
rights, requirements, satisfactions or obligations to a reasonable degree
without damaging the other person’s similar rights, requirements,
satisfactions or obligations, and hopefully shares these rights etc. with
others in free and open exchange.” (p13).
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Other theorists offer a definition different from ability-focussed as above, but rather
behaviour focussed. Libet and Lewinsohn (1973) describe a socially-skilled person as
characterised by his/her pro-social behaviours which are positively reinforced by others as
opposed to behaviours which are anti-social and negatively reinforced. Spence (1978)
presents social skills as compontents of social behaviour, which are necessary to ensure that
people achieve what they want from a particular social encounter. Rinn and Markle (1979)
sum up their definition of social skills as "a repertoire of verbal and non-verbal behaviours".
More recently work by Hargie et al (1981) on social skills in interpersonal communication
led to their definition of the term as

"a set of goal-directed, inter-related social behaviours, which can be
learned and which are under the control of the individual.”

This definition with its reference to control takes us back again to Argyle’s assertion that
the individual acquires interpersonal behaviour patterns, which can be learned and
developed. This then in turn takes us forward to an examination of the literature which
focuses not so much on theoretical analysis, but more on the identification and effects of
different types of social behaviour and further to approaches to training in social skills.

Hargie, Saunders and Dickson (1981) identified and considered in detail nine areas of
social skill: non-verbal communication, reinforcement, questioning, reflecting, set
induction, closure, explaining, listening and self disclosure. These behaviours they examine
in a variety of professional contexts including teaching, and attempt also to provide
systematic descriptions of these selected specific skills, which, they intend, as a useful
reference frame for a wide range of professionals eg doctors, nurses, teachers, lecturers,
social workers etc. involved in social interactions in their work. It is their intention then
that these practitioners use such descriptions and analyses to inform and improve their
practice; which intention rests on the assumption that effective interpersonal skill can be
learned and practised, and is thus a behaviour rather than an ability. Earlier work to which
Hargie et al refer and which made a significant contribution to social learning theory was
that of Bandura (1971), who asserted that all behaviour repertoires, apart from elementary
reflexes are learned. Bandura writes of the early social learning stages of "modelling” and
"imitating" the behaviour of significant others eg parents, teachers, peers etc. In this way,
he contends, children ape others in their walking and talking patterns and subsequently in
voice, accents and dress. Reinforcement plays a major role also in his development theory.
Childhood behaviours will be variously encouraged, discouraged, ignored by parents,
friends, teachers, and generally children tend to display those behaviours, which are

encouraged.



Reinforcement then is a critical identified skill, which might be practised and used
productively in small group work. Heron’s work (1986) extends our experience further into
the practical realm. He is concerned not only with identifying behaviour, but also with
providing a means by which the identified productive behaviours might be developed. In
his "Six Category Intervention Analysis" he provides us with a tool by which we might shape
our practice. His work derives from the study Blake and Morton’s (1972) short
monograph, which introduces their "Diagnosis and Development Matrix* for the analysis of
social interventions. ~Whereas their matrix focuses primarily on interventions in
organizational life, Heron developed their ideas for use in the different context of analysing
one-to-one, one-to-group and inter-group interventions. He suggests that his system of
analysis can be used effectively for the improvement of practice in a variety of professional
areas, including counsclling, interviewing, therapy, tutoring etc. Heron asserts that in his

experience -

.. a wide range of different practitioners in our society show a much
greater deficit in the skilful use of facilitative interventions than they do in
the skilful use of authoritative ones."

When the results of the analyses in this research are presented in later chapters, we find
confirmation of Heron’s assertion, at least certainly in the area of small group teaching in
higher education.

His categories and analysis by means of them might indeed aid lecturers to identify the
kinds of interventions they most commonly use and then compare those and behavioural
outcomes they encourage with other types of interventions, which might more appropriately
match their intentions. Heron’s six categories: three authoritative: ie prescriptive,
information and confronting; three facilitative ie cathartic, catalytic and supportive are
value-neutral. He argues that no one category is either more or less significant than any
other. Indeed each of the six can have value in an appropriate context. What he is

concerned with is the identification of the specific value of each and

"the cultivation of competence in all types of intervention ..... within the
province of continuing education in its widest sense.”

Having reviewed some of the most influential readings on the study of social skills in
professional contexts, which have played a major role in the design and direction of this
research, it is now the intention to consider in detail several works, which focus specifically

on the process and behaviours within university small group teaching.



1cii)  Situation - specific studies of small group teaching

Within the literature which exists on small groups in higher education similar categories
can be identified as were for the examination of general social skills literature. There are
those writings which provide theoretical insights into it, those which identify and describe
particular aspects and thirdly those studies which have as their aim the improvement of the
readers’ practice by suggesting formulae and /or activities for their development.

Watt (1980) examines critically the evolution and practice of the "seminarium = a seed bed",
and ends with an appraisal of some of the difficulties associated with its practice ie
problems of authority, student participation, varied interaction patterns, etc.

Amongst other theoretical explorations Stenhouse’s article (1972) presents a clear, incisive
critique of his own and other colleagues’ experience of participatory small group teaching,
He outlines initially the type of teaching group, to which he is specifically referring.

"It is concerned with participatory small group teaching in situations
where the tutor talks, let us say, less than 25 per cent of the time, where
he is concerned to throw a great deal of responsibility on the students and
to develop their autonomy and where he accepts that the work of the
group should take account of the needs of all its members. There is no
suggestion that all small group work should be of this sort, merely that this
is one useful kind of work."

He alludes to the difficulties of creating the "essentially co-operative and essentially
participatory" model of teaching within the "competitive assumptions of our educational
system". One of the most interesting and significant suggestions put forward is that group
procedures have to be formalised and structured, in order that such aims of collaborative

learning might be achieved.

"Successful teaching in participatory small groups depends on the
establishment of procedures appropriate to educational aims, and this can
best be done if conventions and rules are made explicit by the tutor."

Because of their educational background hitherto, students expect the tutor to be an
authority figure, whom they assume will "play the role of instructor in the sense that they
expect him to take responsibility for their learning.” According to Stenhouse the tutor has
the task of weaning his students from these powerfully pronounced expectations by creating
explicitly the kinds of group structures, procedures and atmosphere, which are conducive to
co-operative learning. He adds that "this is an encouraging position for teachers since it
suggests that competence in small group teaching is to a large extent capable of being

learnt. It is not some personal or intuitive possession in the absence of which the teacher

cannot be effective."



In order to explore in greater detail the form that such rules and procedures might take,
Stenhouse presents a useful categorisation of educational tasks, He rejects the definition of
such tasks in terms of cognitive, affective and psycho-motor aims as a "laboratory
distinction rather than a teaching distinction”, and prefers instead to divide tasks into -
"knowledge, application, understanding and skills". He goes on to explain these four areas
and discuss the appropriateness of each as a valid, educational task for small group
learning.. He concludes at the end of this section:

"Participatory small group teaching is thus effective as a critical exchange
in which significant relationships are suggested and explored in order to
promote an understanding of the structure and logic of knowledge or a
group of the problems applying knowledge or skills in various situations.”

Stenhouse ends his concise, sensible and illuminating short article by summarising in six

clear points the position he is advancing:

"1. Effective group work depends upon the establishment of rules
and conventions - it is formal.

2. The teacher will be most effective if he defines his role and
thereby makes his use of authority also rule-governed, and his
areas of initiative clear. Small group work is not forwarded by
the renunciation of authority, but by its definition. Effective
leadership is relatively formal.

3. Both group rules and teaching roles need to be logically
consonant with the demands of an explicit task.

4, Group rules and teaching roles need to take account of the
psychology of groups.

5. A variety of reports of patterns of small group teaching exist and
provide a range of choices which have some claim to meet the
demands of 3 and 4 above.

6. Given that effective small group teaching is relatively formal and

that reported patterns offer precedents, it is possible to increase
one’s effectiveness in working with groups by learning, ie
effectiveness is not merely a function of personality supported by
mystique."

Point 6 above is a significant aspect of Stenhouse’s position with particular relevance to the
possible learning activities for lectures,which derive from the findings of empirical research
studies such as this one. He believed as do Argyle, Hargie, Heron and indeed as does this
researcher that skills in small group teaching can be improved and developed, and that the
personality of the lecturer, although it might be one factor in the effectiveness of such

teaching, is only one of many aspects of the role.
Rudduck’s work at the Centre for Applied Research in Education, University of East

Anglia, between 1972 and 1978 and her subsequent publications provide us with
identification of behaviours and descriptions of experiences of both students and lecturers.
Her extensive observation of thirteen teaching groups at the University of East Anglia, both
in the teaching room, and on video-tape, resulted in the publication of materials, tapes,
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articles and a book, all of which give the researcher invaluable and penetrating insights into
a variety of teaching approaches and skills. It is intended here to focus on two items from
the above project, namely an article "Interaction in Small Group Work" (Rudduck, 1978)
and "Learning through Small Group Discussion (Rudduck, 1978), Both publications grew
out of the author’s involvement in the above project of protracted, detailed observation of
actual teaching group processes.

In her article Rudduck explores principally four main areas:

1) problems of the authority role of the tutor.

2) student responses to seminar teaching and problems encountered by them.

3) strategies for managing the problem of authority, including a useful list of
questions a lecturer might ask her/himself about her/his group teaching.

4) three structures for organising small group work (one in Chemistry, one in

Literature and the syndicate method) are outlined and critically appraised.

Apart from the informative and constructive ideas and advice offered in the latter two
sections, the discussion about the student perspective and the whole problem area of
authority of the tutor stimulates the reader to thoughts about those aspects of paramount
importance in small group work. Implicit also in the nature of Rudduck’s observations of
groups and her descriptive examination of students’ viewpoints, is the view that much might
be learnt by lecturers from such close encounters with processes and perspectives.
Rudduck’s book "Learning Through Small Group Discussion" starts from a direct,
unashamedly prescriptive premise that the seminar approach is most effectively employed
when it takes the form of a participatory, discursive teaching style. The initial sentence of
the foreword to the publication makes this clear.

"Small group work, unlike the lecture, does not imply a presentation of
material which is pre-planned. It demands instead a capacity to respond
to developing situations in such a way as to maximise opportunities for
learning. In this it may be likened to chess. It has its classic strategies,
but substantial improvement of performance depends upon the analysis of
one’s own play and that of others. This book addresses itself to those who
for a variety of reasons think that participatory small group work is or may
be an appropriate medium through which to pursue their educational
intentions.”

It is evident from this then that the contents are aimed at those, who are already initiated
into this particular style of small group work and confine themselves to exploration of the
strategies and techniques appropriate to, and the problems arising out of that particular
approach. The study is based on observation and description of video-recording of thirteen
case studies of seminars conducted in the discursive mode. Comments are made from this

close study about (a) the potential of small group work, (b) both the student and tutor
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perspectives on seminars, (c) the problems of student participation and tutor authority, and
(d) practical issues concerning both leaderless groups and tutor-led discussions. The
empirical nature of this study with its base firmly in the views and experiences of the
practitioners and participants is emphasised by the format of the book. Each section is
divided into two parts - the issues and the evidence. Rudduck raises the relevant issues in
the first part of each section and gives evidence of her issues by the use of extensive
quotations from both student and staff participants in small groups. This structure gives
the book a flavour of pragmatism, reality and usefulness. She has taken the trouble to
listen to and to hear the attitudes of all concerned in the process, to help her reach
conclusions. Her sympathy allows her to explore the complexity of the tutor role with
greater understanding,

Student (a)

"(The main problem in talking is) *who’s going to answer first, I would
think, more than anything. All looking at each other to see who is going
to say something first. Relying on somebody else and nobody does, and
by the time you sort of think of it you think "Oh, it’s too late now, you
know, might as well keep quiet."

Student (b)

"Well, one minute they’ll be saying this idea of the seminar is to help you
understand the basics and then you’ll make a basic statement and they’ll
say "You ought to know this by now". And of course if you don’t know it
they tend to sort of jump on you."

It is this detailed exploration of the perspective of the student, which is the most refreshing
and the most original aspect of Rudduck’s work. As others have done, (eg Abercrombie,
1960) she looks at issues such as authority, the roles and responsibilities of tutors and
practical mattes such as group size and lay-out, yet it is this researcher’s view that the most
important contribution made to the development of our learning about instructional small
groups by Rudduck is the way in which she increases our understanding and awareness of
students’ experiences in them. This focuses our attention on learning and on the learners,
rather than on teaching and the tutors. It is indeed a most valuable focus for the
development of understanding of this teaching mode.

It must be noted, however, that the content is descriptive and reflective rather than
analytical and objective. Although she uses the term evidence she provides no

scientifically determined proof of her reflections.
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Powell (1986) used a similar methodology to Rudduck, by recording the proceedings of
thirteen undergraduate tutorials across a variety of disciplines. His particular interest was
in monitoring interactions within groups, but particularly in comparing the patterns of
interaction in tutor-led and tutorless groups. His findings make a salutary point for
lecturers engaged in this method.

"Tutors spoke for rather more than half of the time, and when the tutor
was absent many students doubled their own contributions and
participation was spread more evenly. There was a marked emphasis on
providing information in almost all the meetings, but in the leaderless
groups this tended to diminish and there was rather more stress on

argument.”

Powell’s main intention in this work was to collect data relating to students’ verbal
involvement in tutor-led small groups, in order to examine the feasibility of using leaderless
groups. However, his findings are useful comment on the verbal behaviour of students and
staff, and prompt further analysis of interaction patterns and of the nature of the content of
the talk ie whether it is predominately information transference and how far it is analytical
or critical. This thesis attempts to take this further by analysing patters of interaction in a
larger number of tutor-led groups and by examining in detail the content of questions and
responses within these groups.

Thus far, the researchers and writers referred to have been largely concerned with
commentary on and observation of the workings of instructional small groups. Some
researchers have gone further, as did Heron in his work on interventions in professional
groups, into the area of skills’ development for lecturers in this field. One of the most
detailed, illuminating and at the same time pragmatic and helpful publications, which has
appeared in the field of small group teaching is Jacques (1984) most recent book, "Learning
in Groups". For the practitioner in higher education it provides the most comprehensive
guide as yet available on the aims and processes of small groups for teaching and on
procedures and techniques which might be used, in order to improve a variety of skills,
which are identified as appropriate to this methodology. In his introduction he identifies
his purposes in writing on the subject as follows:

"My aim in this book is therefore not just to promote understanding but to
help improve skills for tutors and students alike and to widen the range of
possible group experiences.”

Furthermore Jacques makes clear his own views about the value of teaching students in
small groups, which goes beyond the acquisition of skills, knowledge and concepts in a

given subject area.



"The title "Learning in Groups’ is meant to suggest that groups are not
merely a valuable vehicle for learning about the skills and concepts of a
subject discipline, but are also a way of learning gbout groups both as a
means of enhancing academic learning and in the development of abilities
In co-operative work for later life.”

He states explicitly his own position on learning in groups, which enables the reader to
identify immediately the author’s particular perspective, which might or might not coincide
with his or her own, but which at least makes clear the basis from which the comments and
suggestions derive. The four major starting points for Jacques’ theories and consequent

proposals for improvement tasks and techniques are as follows:

"1. I assume that students are adults and should be encouraged to
learn as adults ....

2. Co-operation is a key word in learning groups. Competition in
groups may sharpen the critical faculty of a few, but is more likely
to dull the appetite for discussion among most ....

3. We all learn from experiences, whether happy or bitter ones, but
we often fail to extend this learning beyond the immediate fact ....
If we were to be a little more observant about what happened and
examine, the events and our part in them, then we would be more
likely to develop rules and principles to guide us in our next,
similar, experience ....

4, Despite the pre-eminence of intellectual aims in learning groups
it is often the emotional needs and undercurrents, which are
more powerful yet most frequently neglected ...."

From these basic premises the book covers a range of topics from learning styles, aims and
objectives of small group teaching and communication processes through to the setting out
of example training activities, which might be helpful in the development of skills for such
work. Jaques begins by identifying the three major problem areas for teachers of groups -

"Yet when it comes to it, many tutors find the leadership role difficult to
perform satisfactorily and fall back with some reluctance on their reserve
position of authority, expert and prime talker."

He ends neatly and most constructively by setting out in his final chapter many viable,
detailed examples of how staff development activities might be planned and organised, in
order to help lecturers not to "fall back” on that "reserve position".

Ottoway (1968) is concerned with the nature of the relationship between teacher and
students in groups of between seven and fifteen. He focuses on the opportunity for free
discussion and is concerned with the development of a special kind of rapport between the
participants. He identifies seven advantages to those involved of this method, and then
explores the stages of development of the participative group - beginnings, difficulties for
interaction, defensive positions, orientation, emotional involvement, fear of being hurt

and/or of facing hostility, therapeutic aspects. His identification of these stages together
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with summaries of participant reports, is intended to lead to a greater understanding of the
stages of development of relationships within teaching groups, in order that these might be
identified, acknowledged and prepared for by practitioners. Fawcett Hill (1969)
concentrates also on the roles of participants and on the stages of development of the
group, but does so by presenting his step-by-step method of organising group work as a
recipe to be followed and practised by others. The formality of his prescription derives
from two significant points identified by him for small group teaching - (a) that lecturers
using it require some understanding of group developments and dynamics, and (b) that
group oriented consideration must, however, not obscure the particular purposes of
"subject matter mastery”. He therefore proposes a formal structuring which takes account
of group processes and which gives an appropriate framework within which subject matter
might be most effectively mastered through discussion. Northedge (1975) presents a
critical appraisal of the Fawcett Hill step-by-step method, pin-pointing its disadvantages for
Open University groups and suggesting an alternative, adapted approach. His formula
comprises four stages, reminiscent of the step-by-step discussion technique alluded to by
Bligh (1971) and also the "snowballing" technique recommended by Jaques (1984), and
which takes account of the two difficulties of confidence-building of students and authority-
diminution for lectures, in order to achieve effective participation. This approach together
with the evaluative comments by participants, provided by Northedge, constitute a useful
guide, and a recipe for lecturers to apply and practise for the improvement of their own
technique.

Finally in this section, signal work, which provides us with both theoretical insights and
identifications of behaviour patters as well as with approaches which can be incorporated
into our own practice is that of Abercrombie, one of the earliest, yet still one of the most
authoritative works in the field. Potentially the most significant publication for the
development of interest in small group teaching and the encouragement of university
teachers’ examination and critical analysis of the learning processes of their students is
Abercrombie’s "The Anatomy of Judgement", (1960). This study of group learning and
teaching processes of medical students was the mainspring of the current interest in UK
universities in student-centred,discursive group teaching methods. Abercrombie began by
examining varied reactions to and perspectives on given visual stimuli. She went on to
suggest that the process of reaching a judgement about a given stimulus, whether visual or
verbal, by hearing and exploring a variety of interpretations of it is highly significant in the
development of students’ learning.



"My hypothesis is that we may learn to make better judgements if we can
become aware of some of the factors that influence their formation. We
may then be in a position to consider alternative judgements and to
choose from among many instead of blindly and automatically accepting
the first that comes. In other words, we may become more receptive, or
mentally more flexible. The results of testing the effects of the course of
discussions support this hypothesis.”

This method of group learning was compared with traditional approaches, where a student
learns either from messages didactically superimposed by a more experienced authority
figure, as in a lecture, or in an individual tutorial by comparing his conclusions or
interpretations solely with those of his teacher. Both these methods focus on result rather
than process, whereas in the group method described by Abercrombie not only the results
were compared, but also the various ways (according to the number of students) in which
the results had been arrived at.

"What the student learns, it is hoped, is not only how to make a more
correct response when he is confronted with a similar problem, but most
generally, to gain firmer control of his behaviour by understanding better
his own ways of working."

In participatory group teaching methods, account is thercfore taken of the individual
learning contexts into which the stimuli are to be introduced, and the interaction between
each individual context and the stimulus is observed by all members of the group. These
varied interactions form an essential part of the learning process of the students. The
assumption, on the contrary in didactic teaching of all types is that the learning context in
each student is approximately the same, and that the emphasis is on the information to be
assimilated rather than on the interplay between information and existing context.

It is in the above ideas of Abercrombie, concerning the value of participatory group work,
that the most exciting and crucial understanding of the development of students’ learning
and knowledge is explored. Such exploratory research into understanding learning habits is
fundamental to the improvement of both teaching and learning activities at all levels. Out
of this study, which focused above all on how students receive stimuli and the processes by
which they make judgements in the light of a variety of ways of receiving them, grew the
current interest in student-centred learning and teaching procedures amongst researchers
in small group teaching in higher education in Britain.

The effectiveness of discussion in helping one to discover one’s unrecognised assumptions
was described by a student in her project thus:

"Later in the discussion I find how many angles there are of looking at a
problem which somehow do not occur to me. I tend to grasp a few angles
and am inclined to cling to them until a few moments of heated discussion
compel me to consider all the other many angles.”
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Abercombie continued her study of discursive methods of small group teaching an
produced further publications, such as "Aims and Techniques of Group Teaching” (1979,
Fourth Edition) and with Terry "Talking to Learn" (1978). Both of these are also essential
background sources for the researcher into small group teaching methods.

Thus the section of the review is concluded, which is concerned with the study of small
group teaching within the context of research into professional small group work in general.
Several projects have been alluded to, which bear some similarity to this research work.
Abercrombie monitored particular small groups in higher education, with a special
emphasis on the identification of how medical students might most effectively learn to
develop a capacity for judgement. Rudduck and Powell both used recording of groups as
an aid to their exploration, in Rudduck’s case of the participatory small group with specific
emphasis on participant commentary of their experiences and in Powell’s case in order to
compare interaction patterns in tutor-led with those in tutorless groups. Heron did not
confine himself only to the systematic observation of groups in educational settings, rather
was concerned with the nature, use and development on interventions in a variety of group
settings. All of the above are examples of action research, in that they involve working
together with practitioners and that collaborative work helps to shape the direction of the
research and conditions the nature of the outcomes and recommendations. This is also a
form of action research, in which groups of students and of staff were involved in parts of
the analysis as well as being objects of it. What makes this project different from those

mentioned, however, are the following:

. the scope of the study, in that more groups across a wider number of academic
disciplines are researched and a greater number of staff and students are actively
involved;

. there is no pre-determined notion of what constitutes ineffective of effective
group work, as is for example explicit in Rudduck’s work and implicit in that of
Heron and Powell;

. there is no emphasis on any particular academic area, as with Abercrombie, nor
indeed that any academic discipline is more or less likely to exhibit particular
styles of small group teaching;

. it is rather an attempt to sample and analyse the practice of group work across
the university and perceptions of its aims and processes by both staff and
students, in order that a greater knowledge is achieved of how that practice might
be improved.



It is intended in the next section then to review the literature, which contributed to the
development of the research methodologies which were selected, by which these aims,

processes and practices of small group teaching were collected and analysed.

2) Research Approaches to the Analysis of Teaching

"The research worker limits himself to the manipulation or studying of

antecedents and consequents .... but never once looks into the classroom

to see how the teacher actually teaches or the pupil actually learns.”
(Mediey and Mitzel,1963)

This research project explores some aspects of the antecedents and the consequents of
classroom behaviour in university small group teaching, but focuses primarily on features of
the actual teaching and learning processes within a representative sample of small group
classes in one university. As has been demonstrated in the previous section, it is one of very
few existing studies of this nature in higher education. Because of the relative dearth
hitherto of empirical examination of teaching room practice in universities, it draws its
methodologies principally from work done in observing primary and secondary school
classrooms as well as from analyses in settings other than educational. It is intended in this
section to review the derivation of the particular research approaches selected and applied.

The analysis of sample classes, as case studies of teaching and learning behaviour, became
increasingly commonplace in the 1970s, after the lack of it had been specifically alluded to
in quotations as above (Medley and Mitzel 1963). Notable exceptions in the 1960s were,
for example, Bellack et al (1966) and Massialas and Zevin (1976); and in Britain a powerful
stimulus to professional interest in classroom language and the acknowledgement of its
significance for learning processes came in the publication "Language, the Learner and the
School" (Barnes et al, 1969). It should be noted in the context of this research and of those
studies cited above that analyses of such case studies of classroom practice represent the
researchers consideration and interpretation of a series of situations and events, which may
provide insights into situations and events known to the reader. The word ’insights’ is a
more appropriate definition of such research studies and outcomes than, for example, the
word ’findings’. The communication of such insights, which might find sympathy with
practitioners and thereby develop and improve their practice, although it might be criticised
as a "literary” approach rather than a purist, systematic and scientific one, is nonetheless a

valuable form of developmental research.

"In some of the approaches considered it is more appropriate to speak of
’insights’ than ’findings’. Indeed, where the object of investigation is as
complex as language, it is a mistake to look for too easy and rapid results
from research. What the best research has done is to deepen
understanding of that complexity.”

(Edwards and Westgate, 1987)
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2a) Approaches to Recording and Interpretin g Examples

When embarking then on the study of events of such complexity as teaching and learning
processes in particular contexts, consideration must be given initially to the pros and cons
of different modes of information gathering about those processes. Whether the researcher
is to adopt a systematic observational, an ethnographic or a discourse analytical orientation
to the interpretation of those data gathered, it is important to have thought through the
specific implications of different methods of collecting samples for analysis. An initial
decision has to be made for example, between immediate logging of observed practice or
recording (audio or audio-visual) of events for subsequent interpretation. Simultaneous
coding schedules for use by trained researchers proliferated in the late 1960s and early
1970s, and were themselves so numerous that they soon needed to be catalogued and
classified. (See Simon and Boyer, 1975, and Galton, 1978). Many such schedules were
created as instruments by which practitioners might consider themselves and their students
at work, and focus on specific items of their communicating behaviour. Coding systems
thus embody the assumption that those characteristics of the transactions between teacher
and taught, which are pertinent to the researcher’s purposes are evident within the words
they exchange and so utterances can be adequately categorised into broadly defined
functions as and when they occur. McIntyre and McLeod (1978) have described the
principle as that of "looking through talk", the words being treated as primarily conventional
tokens of a shared culture which label an objective reality.

Different assumptions underlie the choice to make recordings of events rather than
immediate, simultaneous logs. The implication in this case is that the researcher inclines to
the view that interaction is constructed a) through the participants’ interpretation of many
factors not easily accessible to an outsider and in ways which are influenced by the very
structure of the discourse. Such complexities and subtleties are deemed to defy instant
coding, but rather demand patient analysis and re-analysis of particular events and a
frequent return to the original recording. It is clear, therefore, that the choice between the
two methods outlined above implies assumptions the researcher has about the process of
interaction, the nature of the data, and the uses to which the data are to be put. One reason
for the choice made in this research project to video-record the samples takes us on to the
examination of the concepts of ’action research’ and ’triangulation’.

If a researcher has a strong interest in influencing his/her own practice and that of others,
the creation of a record - as vraisemblant’ as is possible - of the events to be considered,
which can be shared by researcher, teacher and learners for the advantage of all three, is of
paramount importance. The concept of "triangulation” has its philosophical basis in
phenomenology. According to Edwards and Westgate (1987) reality is seen, by researchers
who incorporate triangulation into their strategy, as residing in the respective perceptions



of observer, teacher and students and not in a supposedly objective account, which is given
separately from the participants in the teaching process. The interest of the researcher is in
the three-dimensional interpretation made of the events by the actors, as it were, and the
observer. Recent notable work which involves triangulation is that of Adelman (1981) and
Hale and Edwards (1981). Barnes and Todd (1977) criticised this method by presenting
their consideration that it is no more valid, and no more just to participants’ perspectives,
than observations made by perceptive researchers working on their recordings, transcripts
and notes. It may, indeed, be argued that it is no more valid or reliable, but it can be
asserted that it has more chance of drawing the practitioners into the investigations, thereby
involving them as action co-researchers, and subsequently influencing practice more
profoundly. The parts of this research which incorporated the group participants into the
examination of processes and the antecedents of processes, ie the aims, intentions and
expectations, were influenced by those writers, who have promoted concepts of action
research and of teachers as researchers, such as Ebbut and Elliott (1985), Elliott (1985),
Pollard (1985) and Skilbeck (1983).

An additional purpose in involving the "actors" in the analysis is to counteract difficulties of
what constitutes reality and the disturbance of reality by observer activities. The contention
is that the more the three players inter-relate before, during and after recorded events, the
less disturbing the observational activity on the phenomena being observed. This
disturbance effect is often referred to as "the observer’s paradox”, an expression first
formulated in the context of linguistics by Labov (1972), when he alluded to the need "to
observe how people speak when they are not being observed". The effects of observer
activity in classroom research have been variously documented by Samph (1976), Wells
(1981), Blease (1983) and Wragg (1984). Since the effects of "the observer’s paradox” have
been acknowledged, but not as sufficiently disturbing to detract totally from the value of
observational study, some researchers have sought ways of minimizing the interference
and/or of assessing its residual effects. For example Milroy (1980) in her work on
vernacular speech patterns cleverly gained for herself an accepted role as someone who was
regarded as one of them by the groups she was recording. Similarly, Westgate (1985) in his
work in foreign language classrooms, purposely drew attention away from his role as
researcher by beginning by jointly teaching the classes alongside the normal teacher, before
going on to record the classes at a later stage. These above attempts to counteract the
"observer’s paradox” problem informed the decision in this research to build into the group
participants’ comment sheets a section which attempts to monitor the residual effects of the
observing activity (see Appendices One and Two).

Having thus explored some of the arguments for and against different methods of
accumulating data, it is now the intention to proceed to a discussion of the varying methods
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which might be employed to analyse the data collected. Three broad methodologies are
examined, after which a case is made in the concluding of this section for an eclectic
approach.

2b) Systematic Observation of Teaching and Learning

This method of analysing recorded classroom data means simply that the observation is
contained within a system of categories, predetermined by the researcher. The mainspring
of the numerous studies conducted in this way was the lack, largely until the late 1960s, of
any detailed evidence from classrooms themselves. No branch of social science had yet
shown any strong interest in interactions in classrooms, and socio-linguistic research had
barely begun. This approach then is firmly rooted in educational research and most
particularly in attempts to improve the training of teachers. Medley and Mitzel (1963), in
their article which anticipated future developments, argued for the training of teachers to
proceed beyond the stage of "witch doctors” passing on to their acolytes "a treasured store
of traditions" to its being grounded in properly scientific accounts of those teachers
activities, which can be demonstrated to have positive effects on pupil learning. This
seminal work signalled the eventual move from education of teachers according to hunch
and instinct to their education by empirical investigation of behaviour and practice. In
employing interaction analysis schedules to such investigations the emphasis was not so
much on deriving prescriptions for good practice which might be disseminated, but rather
on enabling teachers themselves to record and analyse their own practice, and subsequently
to relate it to their intentions, identify any mismatches between intentions and practice, and
ultimately act on their insights and monitor the successes of those activities. Compilations
of schedules designed to aid the improvement of practice have already been referred to (ie
Simon and Boyer, 1975 and Galton, 1978), but it is appropriate here also to allude to some
of the more influential and most used schedules such as FIAC (Flanders, 1970) and VICS
(Amidon and Hunter, 1967). These early category systems for analysing verbal interactions
provided a basis for the development of schedules for particular purposes eg for use with
student teachers in developing classroom skills (Wragg, 1972 and 1973), for use in specific
curriculum areas eg STOS (Eggleston et al, 1976) - a Science Teaching Observation
Schedule, and for use as part of micro-teaching procedures, (Brown, 1975). Such studies as
these served to provide evidence that, for example in whole-class teaching, teachers did
most of the talking, decided who would talk, and normally set the rules for what pupils were
permitted to say (see Friedrich, 1982). They also provided evidence of the number and
nature of questions used by teachers in classrooms, most of which prompted brief, factual
responses rather than lengthier analytical ones (see Hunter, 1972 and Hargie, 1978).

Adams and Biddle (1970) commented on classroom ecology in their observation that most
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communication in whole class teaching occurred within what they called a "central action
zone" which left considerable areas of the room "safe” for those students, who did not wish
to participate.

It was from research projects such as these above, which employed systematic means ie
predetermined schedules for analysing specified behaviours, that this researcher’s interest
derived, in observing and analysing specific behaviours, such as amounts of talk, nature of
transactions, types of questions etc. in small group teaching in universities. It had not yet
been done in any systematic and comprehensive way in teaching rooms in higher education.
If effective strategies could be developed to enable teachers in primary and secondary
schools to observe, analyse, develop and monitor their practice, then there was good reason
to suppose that these might be successfully adapted and applied to other educational
contexts. Moreover, similar systems had already been devised for the study of adult groups
in other professional settings (see Heron, 1975 and others already referred to previously in
this chapter). However, although systematic techniques might usefully be employed to
analyse some aspects of the data gathered, consideration had also to be given to
ethnographic approaches, proponents of which had variously and vehemently undermined

the methods of the interaction analysts.

2¢) Ethnographic Approaches to Analysing Teaching and Learning

By the mid-1970s insistent attempt were being made to undermine the claims of the
systematic researchers that they could record objectively specific features of classroom
reality. The very strengths which interaction analysts were examining for their research ie
the detached outsider view, objectivity, focus on specific behaviours for examination, were
identified by other researchers as weaknesses and the results described as deriving from
restricted focusing only on what lay within the observer’s limited frame of reference.
Originally ethnography had been a mode of anthropological enquiry based on extended
observation so as to gain access to the views of reality of those being observed. The
ethnographic label, sometimes referred to also as interpretive or qualitative, has been used
to cover a wide range of studies of the classroom, from the loosest to the most rigorous
examples of case study analysis. Interpretive researchers’ objections to pre-coded
observation schedules include the following. It is argued that teachers and taught in every
classroom treat much of what is being said as an index to more extensive understood
meanings, some of which they both bring from outside the specific situation being observed,
and others they have accumulated during the course of their own preceding and current
interactions. Thus coding only what is communicated on specific occasions misses out
much of the implicit agenda, which has been determined by those other external,
influencing factors. Ethnographic researchers are therefore obliged to be aware of the
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potential danger of imposing an observer view of what is happening ie of superimposing on
to what they observe meanings drawn from their own frame of reference, which is of
necessity different from those of the participants.

The interpretive approach to the study of classroom communication processes has its roots
in the ethnographical study of communications in the Social Sciences, which had as its
principal theoretical purpose the discovery of how talk is systematically patterned in ways
which reveal or define, how the speakers perceive their relationships and the situation.
Blom and Gumperz (1972) asserted that such talk may then become broadly predictable
"on the basis of certain features of the local social system". If, then, we take the teaching
room and the teaching/learning relationships as constituting the "local social system", study
of the way the participants in that setting perceive the nature of it and their relationships
within it, should help us towards insights, which might help to predict behaviour and
outcomes. And so ethnographic modes of researching classrooms involve the protracted,
detailed, interpretive analysis of events, contexts and all participants. Corsaro (1981)
details the laborious nature of the task of interpreting patterns in classroom talk, which
involves treating any patterns perceived in the interaction as provisional until checked
against more and more data until a sufficiently close ’fit’ is established. This implies,
therefore, that recordings and transcripts are required, which permit the analysis and re-
analysis of the interactional meaning of any utterance in the sequence in which it occurs.
Hammersley (1984) asserted that for his own research "transcripts of natural talk” were the
only adequate form of data, which would furnish him with the basis from which he might
express meaningful insights.

An additional feature of interpretive research as well as that of detailed interative analysis
of transcripts and recordings is that of the involvement of participants in the processes
being observed. The involvement of students as participant observers, who can be used to
evaluate the teacher’s and the observer’s capacity to explain accurately the nature of the
processes, has been evident in several studies (See Davies, 1983; Delamont, 1983; Beynon
and Atkinson, 1984 and Measor and Woods, 1984). By such involvement the interpretive
researcher becomes familiar with and to both teacher and students. His/her task is to
observe and make a lengthy log - a running record - of a series of classes, recording
verbatim as much of the interaction as possible and practicable, and then analyse frequently
recordings and study intensively transcripts, until some patterning is observed, which is then
checked out by further scrutiny of the data. In research conducted according to this
methodology, the insights and findings depend usually heavily on detailed interpretation of
transcript material. The transcripts included may be as long as a whole teaching session
(Hammersley, 1977) or be fragmentary and offered as a short representative example of a
specific teacher’s style (Robertson, 1980). Extracts used may also highlight notably unusual
features of interaction (see Burgess, 1984). Usually extracts presented, whatever their



length, are followed by commentary which underlines the significant characteristics. One
important factor to be borne in mind when considering this sort of commenting on
transcripts is that the interpretation of it is heavily dependent on contextual information,
which only the researcher has and which the reader must take on trust (see Edwards, 1981).
Subjectivity is then implicit in this particular method of enquiry and indeed no claims are
made for its objectivity, as is the case with systematic researchers.

The parts of this research project which were specifically influenced by the sorts of
ethnographic analyses outlined here, were the qualitative interpretations of extracts from
particular group sessions and also the analyses of lecturers’ and students’ expressed aims
for, expectations of and preferences in small group teaching. From the preceding explicit
identification of both quantitative and qualitative research influences on the methodologies
selected for this study, it is evident that an eclectic approach was preferred. This included
not only techniques from the two schools already discussed but also, although to a lesser

extent, from a further separate research orientation - discourse analysis.

2d) The Analysis of Discourse in Teaching and Learning

The term "discourse analysis” has both general and specific connotations. As a general
label it can mean any study of discourse, but it acquired a particular meaning as a system of
analysis in the pioneering work done in the 1970s by researchers, such as Sinclair and
Coulthard (1975). Many researchers have subsequently agreed with their
acknowledgement of classrooms as "attractive research settings” precisely because
teacher - pupil relationships are sufficiently well defined for us to expect clear evidence of
this in the text." The origins of this research approach applied to classrooms lay in socio-
linguistic studies. Socio-linguists had already been focussing attention on, for example, the
specific communicative demands made on pupils in classroom settings and the continuities
and discontinuities between those demands and their experience of language used in the
other main settings of their social world (see Cazden et al, 1972).

One way in which discourse analysis might be differentiated from the systematic and
ethnographic approaches might be to regard this as a means of considering talk as a
medium to be looked at, rather than as a mirror to be looked through. In this sense,
examination of the structure of the discourse also captures the structure of the events to
which the discourse inherently belongs. Coulthard (1977) provides us with a guide to
identifying discourse analysis by contrasting this approach to exploring processes in the
classroom with that of both Flanders (1970) and Barnes et al (1969). He approaches his
comparison from a linguistic perspective asserting that there are serious, inherent dangers
in neglecting either the sequencing and patterning of the discourse or the role of specific
utterances in the building up of meanings.
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Some of the most salutary work done in the area of questioning in classrooms derived from
Dillon’s (1982) analytical study of questioning sequences in teacher - pupil discourse. He
challenges the assumption that supposedly "higher-order” questions elicit "higher levels” of
pupil thinking by saying that there is no empirical basis for this supposition in studies of
questioning consequences. As substantiation he uses evidence of questioning gathered
from the discourse of other professions, which suggests that other professionals eg
interviewers, counsellors, lawyers have a tendency to use questions for the specific purpose
of keeping the respondents’ answers brief and non-thoughtful. Dillon’s work puts a
question-mark over questioning as a strategy in classes and certainly suggests that it is over-
used and its efficacy much more limited than is generally thought. His conclusion is a
challenging one -"Ask a higher-level question, get any level answer”, and his
recommendation daunting to those schooled in the traditional teacher-question, pupil-
answer practice - "Only question when perplexed”. The preliminary work on the nature of
questions and responses in university small groups in this thesis was, in part, stimulated by
this thought-provoking commentary on elements of classroom discourse. Further examples
of significant, socio-linguistic analysis of classroom discourse can be found in Stubbs and
Delamont (1976), Stubbs (1983) and Wells and Nicholls (1985).

Much attention has been focussed in this field on the classification and functions of
questions, whereas perhaps surprisingly, less has been directed to a parallel much-used area
of instructional discourse - explanations. Early studies in this (for example, Smith and
Meux, 1970) drew more on logic than linguistics in the methodologies applied. Martin
(1970) however, had recognised that to explain effectively is to do more than sequence
ideas and arguments logically, rather it involved the explainer making links with existing
knowledge as well as developing an understanding of the recipients of the explanations.
Brown and Armstrong (1978) devised, in their "System for Analysing Instructional
Discourse (SAID)" ,an instrument which can be applied to expository lessons. In the
presentation of their system, Brown and Armstrong identified its derivation as being not
only in linguistics, but also in "logic, psychology .. pedagogy and everyday English".

In conclusion, it should be noted that critics of discourse analysis find its strong association
with precise, linguistic study too constraining as a tool for the examination of classroom
events and interactions. It is certainly questionable whether any one single discipline (and
certainly the majority of early discourse analysis studies of classrooms do emanate from the
academic area of linguistics) can on its own adequately and effectively explore interactions,
which would seem to demand, in addition, other theories of human communications’
behaviour. However there is evidence that more recent work combines linguistic,

sociological and psychological perspectives, most particularly that carried out in multi-



cultural settings (see Erickson and Mobhatt, 1982; Heath, 1983 and Ainsworth, 1984) and
also in those examinations which concentrate on comparisons of children’s experience of

discourse in various settings.

2e) The Arguments for Eclecticism Summarised

In this research project, both in the data-gathering and the data-analysis phases, an
unashamedly eclectic approach was selected and adopted. This may attract criticism from
research workers at the purist end of the continuum. However, it is argued that the vary
nature of the work, as the first extensive, systematic study of small group practices in a
variety of academic areas in a university setting, required the application of a repertoire of
analysis procedures to identify diverse insights and issues, which might subsequently be
further explored. It is also contended that benefit should be derived from the past
experiences of classroom researchers at other levels of education, who had begun their
work in the 1960s and 1970s within different, inflexible and frequently mutually hostile
schools of research, only to acknowledge later, in many cases, that a more flexible and
eclectic approach might be appropriate. It should be noted, however, that several writers
have argued the case against a blend of methodologies. Delamont (1983) for example,
asserted that it would not be easy to effect a rapprochement between systematic and
ethnographic approaches to the observation of teaching, because they have at their basis
opposing conceptions of the nature and objectives of research. Mehan (1979) labels his
own approach "constitutive ethnography” and in doing so separates it from both the
systematic traditions and what he calls the "loose" ethnographic studies of the late 1970s.
He represents all three approaches as irreconcilable.

Nonetheless Edwards and Westgate (1987) present a convincing case for eclecticism, when

they make the following comparison between pure and blended methodologies.

"The former [pure] is more likely to gain from its consistency the
appearance of rigour; a more eclectic approach may be more realistic
where the phenomena being studied are highly complex and many-
faceted.”

Sinclair and Couthard (1975) also emphasised that they saw their application of structural
analysis to various classrooms only as a beginning phase which might productively be
followed by more general, multi-methodological examinations. Hammersley (1981) also
implied eclecticism of approach when he maintained that consideration of participant
teacher and learner intentions and expectations is as at least as essential to the exploration
of classroom interchanges as routine linguistic examination of meanings.

For this researcher an important question in determining the methodologies to be applied
was - how theoretically rigorous would it be necessary to be, in order to express some

useful and effective insights concerning the complexities and subtleties of interactions in
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small group teaching and learning? In attempting to answer that question, the choice of an
eclectic approach was guided by the ideas of Romaine (1984), when reflecting on the ’pure’

area of research in determining his own strategy for his work in children’s language
development.

"In deciding to adopt ome methodological strategy rather than
another,there can be no question of choosing one method which will be
universally the ’right’ one. Methodology can be evaluated only within the
context of some question which one wants to answer."”

Even more so this research project, envisaged as it was an early, extensive, systematic study
of practice, was concerned with the raising of questions as much as the answering of them.
The arguments for eclecticism might be summarised as follows: appropriateness of choice
of instruments for specific research tasks. Several analytical tasks were regarded in this
case as appropriate to the diverse data gathered (ranging from commentary by lecturers,
commentary by students to transcripts of video-recorded groups), in order that useful
insights might be made, with which practitioners might empathise and subsequently
incorporate into their own thinking about their teaching. The case is therefore made for
the specific design of this experiment, which is detailed in Chapter Three.

3) The Backcloth to the Implementation of Staff Development

A project of this kind, which has as its major intentions the offering of insights on current
and on effective practice in small group teaching in higher education and the
recommending of issues which might usefully be explored further by both researchers and
practitioners, would be incomplete without consideration of how such insights and
recommendations might best be incorporated into staff development practice. This aspect
is addressed in Chapters Eight and Nine, and this section of the review is concerned with
tracing the background to current staff development provision in universities.

The starting-point is with three significant Reports, which were published in the 1960’s:

The Robbins Committee on Higher Education (1963)
The Hale Committee on University Teaching Methods (1964)
The Brynmor Committee on Audio-Visual Aids in Higher Scientific Education

(1965).

The findings and recommendations of these Committees caused ripples in the hitherto
calm, even stagnant waters of university teaching in the United Kingdom, and stimulated at
that time an upsurge of interest in and research into the effectiveness of a variety of
teaching and learning methods in higher education. These reports came, however, at a
time of national economic well-being, when the expansion of higher education could be
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foreseen and recommendations made, which relied on generous staffing quotas for the
suggested increasing student numbers, and on magnanimous budgets to enable the
installation of more sophisticated teaching aids and equipment. This study of small group
teaching, its conclusions and its implications for staff development come at a very different
time. The current climate, might prove far less conducive to improvement, despite a
prevalent recognition on the part of Government, CVCP, and UGC of the value of
developing mechanisms, by which we might appropriately, usefully and more systematically
analyse and improve the performance of university teachers in all areas of their diverse
work. Indeed the very recognition by Government and the above cited central bodies,
together with the ways in which that recognition manifests itself currently, might prove
counter-productive rather than constructive to the development of an environment in which
academics would feel motivated to analyse and refine their teaching skills. It is imperative,
therefore, when considering strategies for the implementation of programmes for staff
development with small group work that the context, within which they might be
introduced, be carefully examined. It is to this end that the current literature on the

present and future developments of higher education institutions is now analysed.

3a) Reports from Central and Government Bodies
Several sources of publications furnish the researcher with such details. Firstly, reports

emanating from Government Committees and from Committees appointed by the CVCP
and the UGC are examined. The 1970’s and 1980’s will go down in the literature of the
future as a period, in which the Government of the time challenged the perceived
complacency of the universities and stressed the need for greater professionalism,

development and updating for their staffs.

"All teachers in higher education should have opportunity and
encouragement to develop and update professional skills and
knowledge ... Effective staff development will not happen without a
formal institutional framework for evaluating performance and for
responding to development and training needs. Institutions and
employers should develop their arrangements in these areas and should
adopt a more systematic approach to raising the professionalism and
adaptability of their staff."

(Government Green Paper, May 1985).

The partially positive tone of this quotation suggested in such words as “opportunity” and
"encouragement” as well as in the notion put forward of enhancement is tempered in other

sections of the Green Paper by references to "answerability” and "accountability.”
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"Mcanwhil?, however, there are outstanding questions about the
answerability of the universities when there are complaints from students,
staff or the public. The Government is concerned about the present

apparent lack of accountability and is discussing with the CVCP what
might be done."

At the same time the body, with which Government was discussing this issue, the CVCP,
was conducting its own analyses of aspects of higher education. Two significant reports of
Comnmittees appointed by the Vice-Chancellors and Principals were published in 1985 and
in 1986. These were respectively "The Report of the Steering Commiittee for Efficiency
Studies in Universities” (The Jarratt Committee, March 1985) and "The Future of the
Universities" (CVCP, January, 1986). In both these reports emphasis is given to the
importance of staff development. The Jarratt Committee comment on its significance for
the improvement of performance both for the benefit of the individual and also for
constructive institutional growth and progress. Staff appraisal is linked by them with staff
development and both are recommended as essential areas for attention and extended
provision. It is in the Jarratt Report also that we read of the necessity of staff development
provision for all staffs, not just academics, although the emphasis is on improvement in that

arca.

"A regular review procedure handled with sensitivity, would be of benefit

to staff, and to the university as a whole. In considering the form of staff

appraisal system for a university three main objectives can be identified:

a)  Recognition of the contribution made by individuals.

b)  Assistance for individuals to develop their full potential as quickly as
possible.

¢) Assistance for the university to make the most effective use of its
academic staff.

We commend an annual review system on this basis as is the practice in

the best staff development systems used elsewhere.”

In the CVCP report "The Future of the Universities" (1986) statements and suggestions are
made, which allude more directly to the learning experience of students and to the teaching

Processes.

"Universities keep their courses up-to-date and are alert and receptive to
changing needs of the economy and society. More should be done in the
teaching process itself to develop the personal skills, such as effective oral
presentation and team work."

This quotation has great relevance to this particular study, since the implication is that
course content is reviewed and new knowledge incorporated into the various areas of study,
however that staff development provision is needed to encourage ways of teaching and

encouraging student learning, which enable the students to express their ideas and to



collaborate in the development of them. This suggests a greater emphasis on group work
within the universities’ curricula. Such an emphasis is further underlined in the report,

when the desirable competences of graduates are described.

:‘Graduates with highly trained minds should be able to work alone or
In groups, to think systematically, to assemble and examine evidence
objectively, and to form and express conclusions cogently and persuasively
adapting to circumstances.”

It is salutary to reflect on how much or indeed how little of current curriculum and course
design, and of current teaching methodology in universities is devoted to the sorts of
enabling opportunities, which might result in the above suggested desirable outcomes in
graduates. Later in this chapter Abercrombie’s (1960) ideas on the development in
students of the capacity to made judgements and form conclusions, are more extensively
explored with reference to experiments with small group methods. It is also, however,
equally salutary to reflect on how little incentive Government and other central committees
give to academics to concentrate on enhancing such teaching skills. On the one hand
emphasis is given to arguments in favour of reviewing and updating such professional skills,
on the other hand university departments are assessed for the purposes of resource
allocations by measures of their research involvement, the methodologies of which exercise
are kept secretive and covert (UGC, 1985). Such dichotomous approaches do nothing to
help academics decide on priorities which might be productive to their overall professional
development, but rather lead to further confusion of what is demanded of them. It is also
interesting to note, that whilst the UGC arm of Government is advocating review and
appraisal of existing practices, which implies a greater degree of openness to examination
and analysis, it is itself unprepared to expose the workings and methodologies of its own
surveys to healthy, critical analysis. This does not (a) set a worthy example of openness to
individual universities nor (b) encourage universities to understand or even trust the
exhortations which emanate from this source.

Simultaneously with the above two reports by CVCP-sponsored committees a draft paper
by a group again set up by the CVCP was being prepared. The "Academic Standards
Group" chaired by Professor Reynolds produced its paper (1986), which also contained
allusions to the monitoring of staff performance and the importance of appraisal and staff
development. This group recognised the fundamental importance of maintaining the
quality of academic staff, if standards in higher education are to be sustained.
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"The academic standards of courses and the standards which students
achieve will above all be affected by the commitment, teaching skills and
performance of the staff involved ... Most universities do and all should
have appropriate procedures for an effective system of regular appraisal
of all staff during their careers to ensure that individuals satisfactorily
meet their responsibilities and that any necessary guidance and assistance
is given in regard to career development.”

The emphasis in this extract is more on the negative aspects of appraisal than on the
positive functions referred to in the Jarratt Report. As Nisbet (1986) points out in his
excellent article on "Staff and Standards",

- 'meet responsibilities’ implies detecting inefficiency and ’necessary
guidance’ suggests authoritative direction.”

Indeed Nisbet’s thesis, referred to also in the Introduction, in response to the quotation
from the 1985 Green Paper - "Effective staff development will not happen without a formal

institutional framework for evaluating performance .... ", - is a most interesting one:

"The point could have been made the other way round; a formal
framework for evaluating performance should not happen without
effective staff development.”

Nisbet’s emphasis seems to be that provision for staff development in all areas, whether it
be small group teaching or any other aspect of a lecturer’s duties, should be available as a
pre-requisite to any appraisal exercise, indeed that staff development is the essence and
primary aim of appraisal.

The UGC has also entered into the recent published commentary on staff development. In
the document, "A Strategy for Higher Education into the 1990’s" (1984), the current
inadequacy of staff development in universities is alluded to again in the context of the

monitoring of performance and of staff appraisal.

"It is the responsibility of departments to monitor teaching and make sure
it is effective .... Staff appraisal has become much more searching and
constructive for professional staff in many organisations. In the
universities there are modest staff development programmes and some
systematic induction of new staff is now common. This is not sufficient.”

How far can this statement of inadequacy of staff development provision in universities be

substantiated in the literature?

3b)  Writings on Staff Development Provision

It is certainly true to suggest that academic staff development provision has been neither

systematic nor comprehensive. Commenting on this area in his chapter on "Personnel
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Management” in "Universities: The Management Challenge* (Lockwood and Davies 1985),
Beck describes the approach of the universities to the provision of staff development as

follows:

"... their approach has typically been permissive rather than directive.
Consequently their modus operandi has been in channelling the energies
of a com.mittcd few towards the participation of the interested few in the
community.”

Again the somewhat disjointed, erratic and perhaps superficial nature of the organisation of
this function in universities was pointed up by Matheson (1982) in his detailed review of
university staff development provision, when he was Co-ordinating Officer of the Co-
ordinating Committee for the Training of University Teachers.

"... in general, universities responded to initiatives by individuals and/or
external training agencies and established training/development facilities,
procedures and practices without consciously formulating philosophies to
underpin their actions.”

The actual provision of centres or units within universities to cater for staff development
needs was also examined by Nisbet and McAleese in 1979 (in Teather, 1979). They
reported that by 1978, twenty of the forty-five British universities had introduced centres or
units to provide opportunities for the improvement of university teaching. The focus in the
establishment of such sections was on the development of approaches to teaching and
learning, with a similar emphasis to that within Educational Development Units in
Polytechnics, rather than on the overall professional development of academic staff. The
processes of information-gathering about training and development needs has been
organised traditionally in both polytechnics and universities according to the preferences,
interests and enthusiasms of the staff (very often part-time) appointed to such centres and
units. Until recently there has been little discussion of a formalised approach to needs’
identification and analysis, as for example staff appraisal might be viewed as one such
formal procedure. As Matheson and Beck partially suggested, the impact of such training
and development as existed and exists currently for academics in universities, is limited to
the few enthusiasts and the several colleagues who are enthused in either the short or long
term by them.

Another reason for this small impact and limited effect of staff development units has been
further pointed out by writers such as Piper and Glatter (1977), who commented that there
has been little attempt on the part of staff working in such units to relate their activities to
the development of those professional skills necessary in order to respond effectively to the
challenges of changing organisational requirements. Although the staff developers may

themselves have perceived a relationship between the provision of development for
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individuals and subsequent improved capacity of the total corporate institution to respond
more professionally, efficiently and effectively to changing needs, such a link has not been
made explicit.

It has thus been possible for academic staff in general in universities, for central
committees such as CVCP and UGC and thereby for Government itself to view such
provision as exists as a sporadic, limited, disjointed and perhaps largely ineffective effort by
a few, undoubtedly extremely knowledgeable and skilled enthusiasts. It has therefore had
insufficient impact and influence on individual lecturers, individual institutions and the
university system as a whole.

On a more positive note, however, it should be reported that there has been a recent,
encouraging response to the acknowledged inadequacies in staff development and to the
anticipated effects of the introduction of staff aprpaisal. A proposal for the establishment
of a national training unit was formulated in 1987 by the CVCP and put forward to the
UGC for consideration for funding. This funding was granted in the summer of 1988 and
the proposed unit, now entitled the CVCP, Universities’ Staff Development and Training
Unit has been set up with the following purposes:

@) to stimulate provision for the training and development of all categories of

university staff in order to improve their performance and that of the institution;

(ii) to promote such provision principally by encouraging universities’ own activities
both locally and regionally;
(iii) to act as a national resource centre in terms of expertise and for the

dissemination of information and training materials;

@iv) to publicise achievements, promote an awareness of further development and
identify likely future needs;

v) to establish a network of contacts, at all levels, for colleagues concerned with
staff development;

(vi) to organise a restricted programme of special events to meet a national need, for

example for vice-chancellors and principals and their immediate and most senior
colleages, and trainers and staff development officers;
(vii) to consider possible endorsement of, or provide some form of accrediation for,

courses run by other organisations.

A report, published very recently by Brown (1989) also gives some cause for
encouragement, in that it identifies universities’ responses to the previous CVCP Code of
Practice on Academic Staff Development (Brown, 1986). It certainly appears from this

most recent survey of developments within universities, that provision is increasing, albeit



gradually, and that the effect of the Code of Practice and of other current moves in higher

education, eg implementation of staff appraisal, are beginning to effect a meaningful
change.

3¢) Staff Development and Staff Appraisal
Such sceptical attitudes lie at the basis of the current increased interest in and discussions
of staff development. It has been seen in the quotations and comments included in this
brief overview of the recent literature on staff development issues, that the contemporary
debate invariably associates staff development with staff appraisal, whether it emanates
from Government and central committee sources or indeed appears in private publications.
It is this researcher’s view that such a link is not only implicit and indissoluble, but should
also be encouraged and fostered, in order to achieve:

the most effective forms of staff development of universities;

the most appropriate and efficient systems of appraisal within universities.
Moreover, the word link, implying as it does the connection only at one point, of one
discrete function to another, is not regarded by this author as an appropriate metaphor.
The two functions of staff development and staff appraisal are not discrete, but are
fundamentally interrelated and should be integrated as follows:

FI 21
An Integrated Model of Staff Development and Staff Appraisal

STAFF DEVELOPMENT

Needs’ Identification Provision Monitoring and Evaluation

(Staff Appraisal) (Staff Appraisal)

Figure 2.1 illustrates the nature of this interpretation of the relationship.  Staff
development, which means both the development of individual staff and the development of
the staff as a whole, ic the corporate institution, is depicted here as the umbrella term,
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within which the staff appraisal exercise fits, an intrinsic part of two of the three
fundamental implementation phases of staff development. These three phases might also
be depicted cyclically thus:

FIGURE 22

THE STAFF DEVELOPMENT CYCLE

Needs Identification
and Analysis

Monitoring and
Evaluation

(\
Provision

It might be argued, therefore, that staff appraisal is the most comprehensive mechanism of
needs’ identification and of monitoring and evaluating development, which would enable
much more thorough provision of staff development in areas identified regularly by staff
themselves. Until recently staff developers may either have been regarded or indeed have
viewed themselves as having an "icing on the cake" function, whereby only those motivated
colleagues have joined in arranged activities who are largely per se competent in the
performance of the tasks, which make up their job. It might be that a staff development
scheme of appraisal would enable training and development to be incorporated into the
cake itself and thereby fulfil a more productive function for a greater number of staff. It
should be noted, however, that a managerial model of appraisal (See Pollitt, 1987, for a
detailed analysis of the three models of appraisal in current use - the managerial, the
professional development and the consumer models) would prove inhibiting, unnecessarily
threatening and therefore, counterproductive to the progress and growth of staff
development in universities. The interpretation and implementation of staff appraisal
should be most carefully considered by all involved in the decision-making whether outside
or inside universities, in order that the most constructive, viable and supportive system or
choice of systems is recommended. A pre-requisite for such careful consideration and
appropriate suggestion of systems is a deep knowledge and appreciation of the nature of all
aspects of academic work in universities, and of the prevailing collegial approach to the
undertaking of that work, which is essential to its successful completion. Appropriate
further reading, in addition to Pollitt’s work in the area of staff appraisal for universities,
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would be firstly the recent publication on appraisal of and training for teaching by Elton
(1987). This contains a compilation of articles written over the past twenty years in both
the areas designated in its title. It provides useful background reading to the issues raised
above, surrounding the introduction to appraisal of performance in higher education.
Another thoughtful and detailed article, most particularly informative and stimulating in its
identification of the benefits of appraisal and of suggested criteria by which it might be
conducted with academics, is that written by Pennington and O’Neill (1985). First
published in Teeside Polytechnic’s "Network for Educational Development and Innovation"
No.1. January, 1985, it provides an interesting basis for other institutions, on which they
might formulate their own ideas concerning models and criteria for the introduction of
appraisal in their own situations.

This brief sketch of the contemporary backcloth to the implementation of staff

development has been written in order to indicate the following:

i) that the climate is now very different from that of the seventies, when staff
development grew as a luxury for the initiated few in times of expansion and
affluence;

ii) that the background now is one of unprecedented Government interest (some
might say interference) in the workings of universities;

iii) that central bodies are currently exhorting universities to "meet certain key
requirements .... (i) introducing arrangements for staff development, appraisal
and accountability” (Jarratt, 1985);

iv) that such encouragement is, however, firmly and explicitly linked with appraisal
of performance, some of which, it is suggested, needs to be remedied;

V) that such a framework of implied inadequacies surrounding the growth of interest
in staff development has profound implications for the level of motivation in
academic colleagues to engage in arranged activities;

vi) that all those responsible for staff development must be aware of this change in
attitudes and its potential both positive and negative effects;

vii) that anyone wishing to present research which indicates the need for staff
development in a specific area, eg small group teaching, is impelled to take all the
above literature into account, in order to create approaches and methods which

are sensitive to this new environment.

It is of paramount importance to be aware now that, in the identification of needs in

teaching and learning development and the presentation of ideas to service such needs,
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researchers and staff developers value the significance of awareness, sensitivity and strategy

in the execution of programmes at least as much as the skills of workshop design, content
and methodology.

umm

This review has attempted to provide both citation and analysis of the frames of reference,
within which the research project has been designed and developed. Three major
contextual areas have been explored - the nature of small group teaching as identified in
previous studies both within education and outside it, a range of methodological
approaches which have variously been applied to the study of teaching and learning
practices, and the state of staff development, its readiness for the incorporation of the sorts
of insights and recommendations proffered within this thesis. The following chapters owe

much to the ideas and arguments in the studies, which have been cited and considered.



CHAPTER THREE

DESIGN OF THE EXPERIMENT

Intentions of the Project

This research project is, in essence, an analytical, in-depth study of the processes of
teaching and learning in a sample of instructional small groups drawn from a range of
disciplines in The University of Nottingham. The aims and expectations, which the
participants in those groups have for their small group learning and teaching sessions, are
investigated and the processes within the sessions are analysed by both systematic and
interpretive means, as described previously in Chapter Two. The final chapters contain
commentary on recently conducted surveys in one university concerning current levels of
motivation for staff development, in order that the context is explored, into which the
insights derived from this research project might be introduced. An awareness of the
context and present climate is crucial to the effective introduction of staff development
strategies and activitics, which derive from the research findings of this study. In brief,

then, the precise intentions of the researcher in the design of the experiment were:

1) to collect information from teachers and learners in small groups in the university
about their aims for and expectations of small group teaching;

2) to collect a representative sample of video-tapes of small group teaching in Arts,
Social Science and Science areas;

3) to analyse aspects of the video-recordings by both systematic, quantitative
methods, eg, interaction analysis instruments and by interpretive approaches;

4) to create, therefore, a research methodology, which would draw upon both the
interaction analysis and the ethnographic models mentioned in Chapter Two,
which are, in fact, not dichotomous, as is often thought to be the case;

5) to involve some of the subjects of the study (both lecturers and students) at
certain stages of the investigation, so that the research is hermeneutical rather
than purely behavioural in orientation.

6) to consider the context, into which the research insights and consequently
recommended staff development strategies might be introduced, in order that the
most effective means of acting on the results might be deduced.

Although small groups in teaching in higher education have been examined before in

projects such as Abercrombie’s with medical students and Rudduck’s at East Anglia, no

research so far has analysed in detail with the use of systematic, scientific instruments as
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well as qualitative methods as wide a sample of classes as in this project. Nor has there

been any attempt previously to relate the findings of a project to the potential receptivity to
them within the current university context and climate.

The Data and Collection Procedures

It is now proposed to outline the nature of the data and the method of collection. In
assembling the samples of teaching the following six variables were borne in mind and an

attempt was made to provide examples of small group teaching which incorporate them.

1.(a) the subject area - academic disciplines
(b) the content of the material to be covered within that area (eg modern languages -

a language and/or a literature class).

2. the number of participants in the class. (In general any number between three
and sixteen has been regarded as a small group for the purposes of this project).

3. the level of the students, ie whether first, second or third year etc.

4, the length of teaching experience of the staff member concerned.

5. the status of the staff member concerned, ie lecturer, senior lecturer, professor,
etc.

The technique chosen for recording the activities of the small groups was that of video-
recording. The principal disadvantage of this method, as has been alluded to and
delineated in Chapter Two, is the potential inhibiting effect of the equipment, technicians,
observers, etc on the group processes. An attempt was made, whenever possible, to offset
this potentially unnatural effect by locating the bulk of the equipment in an adjacent room,
leaving only the camera/cameras and the camera operator in the teaching area. Another
device used to try to trace the effect, if any, that the equipment etc had on the workings of
the group was to ask some participants to complete a comment sheet, part of which
questioned how far they felt this class differed from the normal one.

It was considered, however, that the advantages of the video-recording method for the
purposes of this research considerably outweighed the disadvantages. The researcher has a
permanent record of the setting, activities and interactions (verbal and non-verbal) of the
group, which can be observed and analysed ad infinitum and with which "stimulated re-call"
techniques can be used with the participants (both lecturers and students) at various stages
after the tape has been made. In addition, the creation of a permanent record of the
processes allows for the checking of intra- and inter-observer reliability in the use of the
interaction analysis instruments, which enables greater reliability and validity of the final
results. In the previous chapter the concepts of "action research” and "triangulation” have
already been explored, from which this choice of data collection method was derived.



In the following sections, specific data collection and data analysis methods are described
which were used in the research, and are included in the appendices.

Information Gathering on Aims and Expectations

In this section reference is made to Appendices One and Two. These two instruments, The
Lecturers’ Comment Sheet and The Students’ Comment Sheet, were expressly given those
titles, since they were designed to give participants an opportunity to comment at some
length in a relatively unstructured way on various aspects of their experience in small
groups. They were not, therefore, questionnaires. A sample of lecturers and students were
invited to complete the sheets, which were distributed a few days prior to the video-
recording of their class, and to send them back to the researcher within a week after it. Of
the seventy-two sheets distributed, to students, fifty were completed and returned, which
gave a percentage completion rate of 69.44%. All fifteen lecturers in the selected sample
completed and returned their sheets. As can be seen from the various sections, information
was supplied on the aims, intentions and expectations the participants had for their classes,
as well as expressions of like and dislike of this form of teaching medium. This data is
analysed in detail in Chapters Four and Five of the thesis. In addition information was
sought about the extent of the intrusion into the class processes by both video equipment
and observer. In only one class, a small group of three students and a tutor in a third-year
French class, did these appear to be more than a marginal intrusion. In this group two
students stated that they were aware at times throughout the seminar of the presence of the
camera etc. In the rest, however, by far the majority expressed an awareness of the
presence of camera and observer for the first six to eight minutes, but then forgot they were
there. Most also commented that the particular class, which was recorded, was a fair
representative sample of the kind of small group teaching they normally experienced in that

subject.

Data Analysis Instruments on Sm roup Practice

Once the data had been collected by the methods outlined previously in this chapter, the
analysis instruments had to be sclected and applied. It was decided to choose an
interaction analysis schedule to examine the relative amounts of lecturer talk and student
talk, the nature of that talk and the intcradion patterns between the participants. It was at
this point, that the realisation dawned about the extent of data that had been collected. In
order to allow for a practice phase, which would test both intra- and inter-observer
reliability, during the application of the schedule, it was decided to select from the classes
recorded a representative sample of twenty classes across the six Faculties. It was felt that
this sample would furnish sufficient results to make substantive comments on the learning
and teaching processes and these results would be valid because the cross-reliability would
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have been rigorously monitored. And so the analysis began with practice sessions using the
BIAS instrument (described below and included as Appendix Three) for the researcher and
an assistant. Both were checked for intra-observer reliability, and samples of the results of
the assistant and the main researcher were compared to assess inter-observer reliability.
When both these aspects had been adequately monitored and it was seen that the schedule
was being applied consistently, the use of it on the recordings of the twenty sample classes
began in earnest.

The specific category system, BIAS (Brown’s Interaction Analysis Schedule) was chosen
after several such schemes had been considered, including the particular ones already
alluded to in Chapter Two (See Amidon and Hunter, 1967, Flanders, 1970 and Heron,
1975). FIAC (Flanders), VICS (Amidon and Hunter) and the even more complex ones
they had spawned (for example STOS, Eggleston et al, 1976) were rejected as being
oriented too directly to secondary classrooms and as yielding potentially data in areas not
specifically to be addressed in this study. Heron’s Intervention Category System was
considered to be attuned to analysing specific groups in professional settings, where there
was a heavy emphasis on the emotional and social dynamics of the group as well as on the
interaction patterns and amounts of talk. At this stage in the development of research into
small group practices in higher education, concern was more with establishing and
identifying what was actually happening, since no work had yet undertaken even that sort of
analysis. For the part of this study, which dealt with the analysis of interaction patterns
then, a relatively less complex schedule was needed and, if possible, one which had been
developed for use with instructional groups in higher education. The most appropriate
choice was considered to be BIAS.

It was chosen for three principal reasons:-

1) The seven categories:- TL - Teacher lectures, explains etc.
TQ - Teacher questions
TR - Teacher responds
SR - Student responds
SV - Student volunteers
S - Silence
X - Unclassifiable
and time interval of three seconds are particularly appropriate to both the data
and the intentions of this analysis.
2) It is a relatively uncomplicated system, to which research assistants can be readily
trained and with which there is a high degree of comparability between research
assistants; thus the results have greater reliability and validity.
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3) A computer program had recently been developed by Rogers D.G. and Smith
GM. of the Further Education Rescarch Network (FERN) which used BIAS as

its basis. A description of the program’s use according to its writer is included as
Appendix Four.

The data was input to the 32K PET computer via the Data Input Sheet included as
Appendix Five.
This program was of invaluable use in the analysis of the research data. The results gained

from the computer analyses formed the basis of Chapters Six and Seven in the writing up of
the thesis, which include:

1) an analysis of lecturer talk in small group teaching;
2) an analysis of student talk in small group teaching;
3) a commentary on the interaction patterns.

Samples of the print-outs of results following the analyses of two groups are incorporated
into Chapter Six.

The responses on the comments sheets and the findings from the interaction analyses
indicated that teacher questioning was an aspect, which invited further consideration. For
this a Questioning Analysis Schedule was devised and applied by the researcher, which is
attached as Appendix Six.

The Analysis of Questioning
Eight classes were selected for the detailed analysis of all the questions posed by the

lecturers with those groups. Each teacher question in those classes was categorised

according to the following six definitions:

1. Administrative: Questions in the following areas:
facilitating processes,
starting/finishing,
changing topics,
bringing in students,
discussing administrative details of the
course etc.

2. Information Recall: Questions requiring the recall of
information, previously acquired concepts,
facts, terminology etc.

3. culative: Questions which elicit speculation and
prediction, based on known data and
information.
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4, Problem Solving: Questions prompting the solution of
specific set problems.

b Analytical /Evaluative: Questions requiring analysis of an

argument, issue, etc or evaluation of a
situation, event, issue, etc.

6. Probe: Questions to prompt more of a response
from students. This might be a repeat
question, a reformulation of the original
question or a further question as a follow-
up in a progression of questions on a

specific area.

The results of the analyses of all the teacher questions across eight classes are written up in
Chapter Six.

Surveys on Staff Development and Staff Appraisal

Having derived results using the research instruments described above and presented in
Appendices One to Six, the focus of the researcher turned to the practical implementation
of recommendations consequent upon those results. To assess the climate and context into
which the findings and recommendations were to be received, commentaries on surveys
conducted by this researcher at The University of Sheffield were introduced in Chapter
Eight. In Appendices Seven to Ten the means are included, by which the two surveys, one
on academic staff training and the other on staff appraisal, were conducted. The letter
(Appendix Seven) and the CVCP’s draft Code of Practice on Academic Staff Training
(Appendix Eight - printed with the permission of the Academic Staff Training Co-
ordinator, Dr G A Brown) were both mailed to all Deans of Faculties and Academic Heads
of Departments within the university, and the report and summary of that exercise and the
responses are given in Chapter Eight. Also in that Chapter the data collected from a survey
of opinion on staff appraisal, prompted by Appendix Nine (letter from the Staff Appraisal
Working Party under the Chairmanship of the Pro-Vice-Chancellor in charge of Staffing
Matters) and Appendix Ten (specific questions on aspects of appraisal in universities
formulated by this researcher) is added, analysed and summarised.

With the use of all the analysis procedures described in this chapter and the instruments
included in the ten Appendices, the results were achieved, which are presented in the
following chapters of this thesis. There is a logical progression in the presentation of the



analyses, the findings and the consequent recommendations, which corresponds to the
teaching cycle. The examination of aims and expectations comes first, followed by
consideration of practice and subsequently of the wider context of that small group
practice. The following chapter then is devoted to the detailed analysis of lecturers’ aims
for and expectations of their small group teaching.
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CHAPTER FOUR

AIMS AND EXPECTATIONS OF PARTICIPANTS IN
INSTRUCTIONAL SMALL GROUPS

Introduction

"Our view regards the individual human mind as a vessel of varying
capacity into which is to be poured as much as it will hold of the
knowledge and experience by which human society lives and moves. This
is the Martha of education, and we shall have plenty of these tasks to
perform. But the Mary regards the human mind as a fire that has to be set
alight and blown with a divine afflatus. That we also take as our
ambition."
(Lord Crowther in Harris and Holmes, 1975).

Two aims of higher education are referred to in the above extract from Lord Crowther’s
inaugural address for the Open University. Lord Crowther focused here on the importance
of kindling the human mind and feeding it with information. Key words in his reference to
information transmission are "as much as it (the individual human mind) will hold", if the
"knowledge and experience" being "poured in" are to be successfully assimilated by the
learners. This presupposes a stage in the teaching process which enables learners to
indicate to teachers (a) the individual learning context into which information is to be
introduced and (b) the extent of knowledge and experience which the mind will hold during
and after any one learning/teaching opportunity, be it lecture, practical, tutorial or seminar.
It may be salutary to ask from time to time whether our university teaching approaches and
methodologies incorporate the above aims and opportunities.

Elton (1980) emphasised two further aims, not alluded to directly in Lord Crowther’s
address: those of learning to learn independently and learning for understanding rather
than mere information gathering.

"The fundamental aim which, in my opinion, we as university teachers
have for our students, is that by the time they leave us they should be able
to learn on their own, and that they should be able to learn in such a way
that they not only know, but understand what they know."

This researcher would argue that all the four above-mentioned aims are best achieved in
small group work rather than large group work, ie lectures. Most particularly the aims
referred to by Elton imply the necessity of providing small group learning opportunities for
students. The very nature of the lecture positively encourages information gathering rather
than understanding by students and affords little opportunity for independent learning and
taking responsibility for one’s own learning development. An effectively organised and

presented lecture can act as a stimulus to further learning, as a "divine afflatus” which can
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"set alight” the human mind; yet an opportunity to interact in discussion work with tutors
and with peers might be an even more potent kindler of that fire. The lecture is also the
classic, traditional method, by which knowledge and experience is "poured into" students at
university, yet it is very rarely preceded by an opportunity for students to indicate to course
providers their learning needs and capacities. More often than not small group work is
introduced, if at all, as a follow-up to the lecture in a course timetable, sometimes to
provide a remedial opportunity for students, who might not have fully understood the
context and application of the preceding lecture material. There is an essential paradox in
traditional university teaching, in that most lecturers would agree that students differ in

(a) what and how much they know of a subject;
(b) their interest in and enthusiasm for their subject;
(c) the ways in which they learn new material.

Yet no account is taken of the above in the most common form of teaching; in a lecture
they are treated as if they are all exactly alike. A skilled lecturer will try to take account of
differences of interests and abilities, but not of detailed individual differences.

When discussing the value of small group work and pointing out some deficiencies in large
group teaching, it must be remembered that the latter is a very economical teaching mode
and the former is less cost-effective in terms of the input of academic staff time. It follows,
therefore, that all those involved in providing small group learning for students should be
aware of its relatively high level of cost and should, therefore, ensure that what is being
provided, via that method, is worth the level of cost incurred. It is salutary to ask frequently
of oneself whether what is being aimed at and what is being done in small groups is
qualitatively different from that which is carried out in lectures; and whether the extent of
the gains for the students of the small group method justify the extra costs incurred. For
example, if the content of a tutorial is largely an extension of a previous lecture, when the
tutors continue to talk at smaller groups of students for the great majority of the hour, then
it could be argued that the one lecturer, responsible for the preceding lecture in question
might just as well - and indeed more cost-effectively - continue the course in lecture form
and free his/her colleagues of the tutorials, in order that they can pursue their research. In
short, the aims and content of a teaching session should not only dictate but also justify the
means.

This chapter and the subsequent one seek to explore the aims and expectations of two
groups of participants in university small group teaching. By analysing in detail several
sections of the comment sheets (see the preceding chapter and Appendices One and Two)
of participating staff and students, a variety of intentions and attitudes are explored and
examined. Before considering the comments of participants, however, a short review of
learning theory with specific reference to small group learning is included as a framework

for the analysis of those comments.
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An ination of ing Theories r m roup Work

In Chapter Two, "Review of the Literature”, extended reference was made to the
experimental work in small group teaching carried out by Abercrombie. Her idea of the
passive, essentially facilitating, role of the tutor in the development of capacity for sound
judgement in medical students can be traced back to a concept in the psychology of
learning, developed much earlier by Bartlett (1932). Bartlett wrote of "mental schemata”,
which he defined as "an active organisation of past reactions or of past experiences, which
must always be supposed to be operating in any well-adapted organic response”. He
suggested that the process of learning involves the assimilation of information entering the
mind from outside to schemata already existing in the mind due to previous experiences.
The interaction between these two can both alter the incoming data and also change the
existing schemata. Just as with Abercrombie’s approach to the development of judgement
in students so does Bartlett put major emphasis on the significance for learning
development of the interplay between the new information and the existing context into
which it is introduced. Both these approaches to learning theory and development support

the need for the creation within higher education of opportunities for students

1) to identify and indicate to tutors their own individual learning context, ie in
Bartlett’s terminology, existing mental schemata, and
2) to aid the assimilation process of new knowledge and experience to these

schemata by verbal as well as cognitive manipulation of the ideas involved.

Ausubel’s (1973) theory of "advance organisers” and their significance for learning
development presents us with a similar concept. The purpose of his suggested technique
for teachers of including a stage in the process, which he labels "advance organisers” is that
they "bridge the gap" between what the learner already knows and what he/she needs to
know before successfully learning the new task at hand. Enabling connections to be made
in the students mind between new knowledge and/or experience and the existing schemata
is seen therefore by Ausubel to be central to the learning process. Moreover, he
recommends that such connecting is not successfully enabled by mere summary of what has
gone or overview of what is to follow, rather that this "bridging the gap" process should
provide opportunities for explanatory and integrating connections between previous and new
material. This theory again implies that it is highly significant for students and their
teachers to operate at regular intervals in situations when verbal interaction can facilitate

such "integrating connections”. It is precisely by having opportunities to explore, through



talk, one’s own existing schemata in relationship to those of one’s peers and one’s teachers
and in relationship also to new information, that "gaps are bridged” and "meaningful
learning"” takes place.

The phrase "meaningful learning", quoted by Novak (1977) is Ausubel’s expression for
learning for understanding. Novak represents Ausubel’s ideas in the form of a map of
learning (Figure 4.1) which depicts two separate dimensions - rote to meaningful learning
and reception to discovery learning. The helpfulness of this map to academics in their
teaching role is the location of different teaching and learning activities on these two
independent dimensions, thus aiding the selection of appropriate strategies for particular
tasks.

It is significant for the purposes of this study to note the position of "tutorial instruction" ie

the one form of small group work represented on the map.

Examples of these Theories translated into Practice
Abercrombie’s work with médical students, already described in Chapter Two, furnishes us

with one example of the preceding theories in practice. The application of such approaches
to learning is not, however, only appropriate to selected disciplines. Black’s work (in
Ogborn, 1977) with Physics’ students demonstrates the success of small group work for
training in mental skills. He describes his as "skills sessions”, when groups of approximately
twenty students were divided into four sub-groups, each working on the same task. They
spent a half-hour in sub-groups, before they were brought back to plenary when the four
reports would be compared and discussed under the guidance of the tutor. The format of
such sessions was, therefore, small group tutor-less discussions of task followed by a tutor-
guided larger group discussion.

Thus far the examples have been derived from the Science area. Although there is a tacit
assumption that highly factual disciplines have less room in their teaching for participative
group work, the above examples indicate techniques, viable in such information dominated
areas for enabling students to participate more fully and take greater responsibility for their
own learning development. The corollary of the assumption that factual disciplines limit
the possibility of participative work is that subjects within the Arts and Social Science areas
have more opportunity for small group work. This assumption is examined more closely in
the following chapters with particular reference to a wide range of subjects across Arts,
Science and Social Science Faculties. There are, nevertheless, parts of Arts subjects, in
which the teaching has traditionally been didactic, for example prose and translation work
in the study of languages. One aim of the teaching of this subject area must inevitably be
the development of communication skills - both written and verbal - in the target language
of the students. It is ironic, then, that much of the class teaching of the language area of
the subject has customarily in both schools and higher education been highly didactic in
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FIGURE 4.1

The Map of Learning, after Ausubel (adapted from Novak (1977)
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style. This researcher devised a small group method, which enabled students to participate
much more in prose translation classes. A larger group of approximately fifteen students
were each asked to prepare an individual version of a piece of German translation from an
English passage. When they came to class they were divided into three smaller groups,
each with a chairman (different each week), whose task it was to write down the consensus
version produced by the group in forty minutes of a seventy-five minute class. During this
period when the individual versions were being compared and discussed and a consensus
version being developed, the teacher was permitted to act only as a dictionary or grammar
reference, ie the groups could only consult her as they might those two texts. She was also
listening and noting from the group work, areas of confusion or difficulty which emerged.
The three chairmen would then present verbally sections of their group’s prose for
comment by the other groups and the teacher. In this way what is often a highly teacher-
centred and corrective exercise, when teacher listens to individual’s attempt at a sentence,
corrects it and moves on to next sentence for correction, is transformed into an activity,
which focuses on process and practice rather than result and testing. The students are
encouraged to participate and to contribute and have opportunities of exchanging
alternatives and testing out ideas, before the final collaborative version comes to the
scrutiny of the teacher.

A further very significant point is to be made about the above three approaches to enabling
the learning of students. What they have in common is that they detract from the idea, so
often inculcated in teaching at secondary level, that education is about learning what is right
and what is wrong and that "shades of grey" do not exist. The above techniques of small
group work face students with the realisation that different learners and perhaps different
teachers may tackle the same task from different premises and with quite different
methods. Indeed the results might also be different, yet not necessarily amounting to one
being right and one wrong.

Also in the above examples of working with small groups of students it is clear that the
lecturers involved had as a prominent aim that the students participate in the task and
interact with each other. The expectations of the lecturers were, it would seem, that such
methods and such consequent interaction would be successful in the development of the
students’ learning. We now turn to examining the aims and expectations of a group of
lecturers who took part in this small group teaching research project.

Aims and Expectations of Participating L ecturers

Details of 1

Of the thirty groups video-recorded for analysis, a sample of fifteen were selected according
to the variables described below, for a detailed analysis of the aims and expectations of the

participants. All of the fifteen lecturers were asked to complete the comment sheet

70



referred to in Chapter Three and included as Appendix One. Within the fifteen groups a
random sample of students were invited to complete their comment sheet. The profile of
the lecturers in the sample is given in the following Table 4.1.
The variables isolated in the selection of the lecturers for the sample were as follows:
Subject area.
Age.
Status.
Experience.

Sex.

Subject Area

It was thought that this might have a bearing on the aims and expectations of the lecturers
for their small group work. In analysing the comments of lecturers the assumptions
depicted in the following Figure 4.2 were explored and tested, in order to see whether our
sample indicated their validity or not.

The figure depicts four spectra along which subject areas might be located according to the
predominant teaching styles employed. The assumptions are therefore that in highly
factual, information giving areas, there exists an expectation of a greater degree of teacher-
centred, leader-structured and expository teaching, characterised by an authoritarian
approach to the transmitting of the material and possibly towards the students themselves.
These four spectra are located within a framework of perceptions of the subject, to indicate
that they are assumptions or perhaps even expectations in the minds of either students,
teaching staff or both. The lecturers’ and students’ responses to sections of the comment
sheets provides data, which enables the analysis of such perceptions and assumptions.

The lecturers were selected then to give a sample from a variety of five broad areas:

1) Arts : French; History.

2) Educational Studies : Teaching of Russian; Theory of Education.

3) Engineering Science : Mechanical; Production; and a class combining
Sociology and Engineering.*

4) Medicine : Human Morphology; Pharmacology;
Physiology.

5) Social Sciences : Industrial Economics; Social Administration.

*This class, for which two lecturers’ comment sheets are analysed, was lcd_ by twp lecturers
simultaneously and was from a course entitled "The Young Engineer in Soc.ncty'.. Tpe
course was developed by the two lecturers, one an engineer, the other a social scientist
and intended for students from all engineering areas.
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Profile of Lecturers in the Sample

Subject Area of Lecturer Details of Lecturer

Lecturer (Alphabetic Order) Age Status Sex
L1 Education - Teaching of Russian 41 yrs Lecturer M
L2 Education - Theory of Education 46 yrs Senior Lecturer M
L3 Engineering - "Young Engineers in Society" Not given Senior Lecturer M
L4 Engineering - "Young Engineers in Society” Not given Senior Lecturer F
LS French - Literature 29 yrs Lecturer F
L6 French - Phildsophy 43 yrs Professor M
L.7 History - Medieval Texts 46 yrs Senior Lecturer M
L8 History - Medieval Texts 46 yrs Senior Lecturer M
L9 Human Morphology 49 yrs Senior Lecturer M
L.10 Industrial Economics 26 yrs Lecturer M
L.11 Mechanical Engineering 30 yrs Lecturer M
L.12 Pharmacology 43 yrs Senior Lecurer M
L.13 Physiology 32yrs Lecturer M
L.14 Production Engineering and Management 36 yrs Lecturer M
L.15 Social Administration - Statistics 31yrs Lecturer F
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In addition, within one subject area ie French, two lecturers from two different sub-areas of
the discipline were chosen - literature and philosophy. In the area of history the same
group were sampled for two meetings to examine whether the participants’ aims and
expectations differed from one meeting to the next.

rien d Sex
Prior to the collection of the data via the comment sheets, it was supposed that these four
variables might have some significance in relationship to the attitudes of the teachers to
their small group work. A detailed analysis of the responses to sections 1, 2, 7a and 7b of
the comment sheets will now furnish us with information as to the correctness or not of that

supposition. The sections read as follows:

Section 1 Please outline what you hope this particular class
will achieve.
ection 2 In what ways is teaching in a small group likely to
help you achieve the above things.
Section 7a What I enjoy most about small group teaching is ....
Section 7b What 1 find most difficult about small group

teaching is ....

Lecturers’ Responses in Section One

Please outline what you hope this particular class will achieve.

The phraseology of the brief given to the sample of lecturers in this section was deliberately
chosen to avoid asking what the lecturer expected he/she might achieve, or what the
students might achieve. The more neutral expression , "this particular class will achieve"
was selected in order that the responses given might indicate how each particular lecturer
perceived the purposes of this small group meeting - whether in terms of

(a) what he/she might achieve with the students, or

(b) what they might all share in achieving, or

(c) what the students themselves might achieve.

Whichever interpretation of purposes was indicated by the lecturer’s responses in each case
might lead us to identify the degree of teacher-centredness or student-centredness of the
class.

It is clear from the analysis of responses in this very first section that there was little

identifiable correlation with any of the variables isolated and outlined in the previous

section.



Five Groups with Teacher-Focused Aims

Of the sample of 15 classes, the responses received from 5 of them were totally lecturer-
focused, ie every aim outlined for these 5 classes identified what the lecturer would achieve.
These 5 classes were within three Faculties; those of Applied Science, Medicine and Social
Science; the ages of the lecturers varied across a range from 26 years to 49 years; the
teachers of these 5 groups were either lecturer or senior lecturer and included one female
teacher.

It is both useful and interesting to note the language of the stated aims within these 5
groups. Their expression of what they hoped the class would achieve indicates very clearly
that they intended to be the active participants in, indeed very much leaders of the groups
they were teaching. There is some coincidence of aims across the 5 groups. The aims
range from the introduction of ideas, the identification of problems, the clarification of
concepts, and the emphasis of key points, through to the checking of understanding and the
assessment of performance. In all the 5 cases of statement of intentions, it is the lecturer
who is to be active in carrying out the identified tasks. Clarification is the most common
intention alluded to by these 5 lecturers. For example in one of the Social Science groups

(Industrial Economics) the lecturer stated:
"To clarify the underlying concepts outlined in the lectures.”

And again in one group within the area of Medicine (Human Morphology) the lecturer
expressed his three intentions thus:

"(a) The clarification of different factors in
aging o
(b)  The removal of prejudices
(¢ To clarify my own thoughts (added
afterwards).”

It is apparent from comments such as those above that they see one of the specific
functions of the small group as an opportunity for clarification, which is not afforded by the
lecture.

The implication in statements such as the following, the first from a Mechanical
Engineering group and the second from the Industrial Economics group - is that this
method is a vehicle for the lecturer to ascertain what difficulties a student might be having.

1) "To identify individual problems."

2) "To sot out any problems regarding  certain
accounting exercises.”



This identification exercise alluded to here is part of the clarification task expressed by the
former lecturers, and both are enabled by the small group, in which it is presumably
assumed that students will have an opportunity to express their confusions and their
difficulties in order that they can be identified and clarified.

A further intention, expressed by two of the lecturers, is that of empbhasising. They both
indicated that the small group is a forum which allows them to impress particular points on

students - one is concerned with the subject area content, the other with study behaviour -

"To stamp in technique and rationale for technique in describing the
relationship in two dimensional tables.”

"To emphasise the importance of certain activities, in particular personal
study.”

Each of the above three aims of problem identification, clarification and emphasising were
alluded to by more than one of the lecturers. Two further intentions were stated for these 5
groups, each one expressed only once for one particular group. Only once was the
intention expressed of introducing ideas. This was with reference to a Statistics class in
Social Administration. Finally one lecturer’s stated aims were totally concerned with
evaluation and assessment. This came up also as an intention in connection with some of
the other 10 groups in the sample. The Engineering lecturer in this case was intending to

assess both the students’ work and the value of the class and stated his aims thus:

"To evaluate the students’ own efforts at preparing role specifications.

To assess the value of role specifications on Organization Design."

One Group with Student-Focused Aims |
In marked contrast to the aims for the 5 groups analysed above, there was 1 group only out

of the total 15, for which the intentions were expressed by the lecturer entirely in terms of
the students’ achievements. This class was in a different area of Medicine - Physiology, and

the lecturer concerned stated the aims of the class as follows:

"By going some way towards solving problems based on medical case
histories, the students will (a) gain perspective on the use of drugs (learnt
about theoretically) in real situations, (b) specify particular areas of
difficulty in treating simultaneously with more than one drug, (c) establish
criteria which can be used to decide when treatment is essential,
inessential and undesirable.”

This statement of aims is different from all the rest expressed by the lecturers involved with
the other 14 groups in the sample. It is the only example of a small group class being
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conceived of by the lecturer, in this case a 32 year old male, as a session in which the
students are central, are active and are the ones who are described as achieving the tasks
set. There is no specific mention of lecturer input, except incidentally, since he was
presumably responsible for the provision of the "medical case histories” referred to. The
intention is clearly enunciated that it will be the students who will be responsible for and
who will contribute towards cach other’s gaining of perspective, specifying of particular
difficulties and establishing of criteria all with reference to the drug treatments being
examined in the case studies. It is significant to note that the style of language and choice
of vocabulary of this lecturer is unique within the sample. There is no mention of
introducing, clarifying, assessing, leading, identifying, etc. as with the words chosen by the
other lecturers to describe their intentions; rather the intended thought processes of the
students are the focal point of this class’s aims, ie the students’ gain in perspective by
analysing and discussing the case histories and their own establishing of criteria in the

course of these discussions.

Nine Groups with both Teacher-Focused and Student-Focused Aims
The responses from the lecturers within the 9 groups, in which the expressed aims were

both teacher-focused and student-focused, spanned the faculty areas of Arts, Education,
Engineering, and Medicine. These lecturers ranged in age between 29 years and 46 years,
in status from lecturer to professor and included both sexes. The most common role, which
was identified by 6 of the lecturers, in this group was that of facilitating the students’
learning. Facilitation here is used in a broad sense, but under this umbrella term a
spectrum of aims were alluded to from the authoritarian idea of making the students think
about certain issues, leading them to ask specific questions through to encouraging, enabling

and responding. With reference to one class in Education the lecturer wrote:

*To make the students think about the problem; to make them realise
their own ignorance.”

With reference to a class in French Studies the intentions expressed were:

"To lead the class to ask themselves the questions, to look for the answers
in the test, to think critically about proposed answers."

In both the above outlines of intended achievement, the lecturers are assuming a distinctly
authoritarian, leadership role within the group. Yet within the latter statement is embodied
also the idea of the students being enabled within the group to search for answers and to
think about alternative propositions in their search. The students are being /ed into a more
independent, questioning approach to their task. The lecturer who wrote down the former

aim quoted above, wrote also in his list of aims:
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"To encourage them to provide creative ideas on the subject.”

Here again he is the facilitator, but is aiming at increasing their creativity and at

encouraging expression of their own ideas.
Other lecturers within this group wrote also of their aim of enabling and encouraging and

of the importance of giving feedback. One lecturer in Engineering expressed his primary
aim as follows:

"To enable students to analyse the case study and to explore its concepts.”

The idea that students need input from their teacher in the form of knowledge and
information via explanation occurs also, but only infrequently in the expressed aims of
those nine lecturers. The teacher of both the History classes in the sample writes on each
of the two occasions that the group was recorded of his aim of transmitting information to

the group thus:

"To allow me to explain the historical context of the work."

"To allow me to relate this text to the whole problems of thirteenth
century heresy, which these students are studying."

Of the same two seminars this lecturer also wrote each time as follows, of the participation

of students in the shared tasks:

"to translate together a chapter of Gregory a Tours: ’History of the
Franks’ from the Latin."

"discussion of part of a thirteenth century treatise on heresy."

This senior lecturer indicates then within his aims for the two classes sampled, that the
purposes of his small group teaching are both the transmitting of information and ideas by
him to the students and the creating of opportunities for discussion by all participants of
those ideas and information.

A further aim given by two of the nine lecturers in this group of the sample refers to
assessment. In one case the senior lecturer concerned expressed the view that a small

group session furnished him with an effective opportunity for diagnostic testing.

"I hope to be able to check how well the students can understand the text
with the aid of a dictionary, and whether their unseen reading speed is
increasing.”
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The other senior lecturer who referred to assessment in his statement of aims alluded to
the group meeting as a part, albeit little, of the formal assessment process.

"low-level formal assessment”

This class was one in which students were presenting results to the rest of the group. It was
their presentation skills as much as the results themselves which were being assessed. It is
this focus within this particular group - a first-year presentation class with medical students
and a male senior lecturer - on the development of professional skills in addition to medical
knowledge and practice, which singles the group out from any other in the sample of
fifteen. Although it falls within the nine partially teacher-focused groups, because of the
role of lecturer as assessor, the other three aims given by the teacher are student-centred,
and emphasise aspects of learning and teaching barely mentioned by any other lecturers.
The following are his stated aims in total:

"Sharing of information between groups with differing experiences in the
same topic.

Collaborative resolution of contradictions and information gaps after
laboratory experience.

Practice of and feedback on oral communication

Low-level formal assessment."

It can be clearly seen from the above statement that this lecturer’s intentions are highly
student-focused, apart from the inclusion of his role as assessor. The other three areas are
concerned with student activities in the learning process - "sharing", "collaborating’, and
"practice” not only of medically-related skills, but also of professional skills eg presentation
and communication. He is the only lecturer within the sample who expresses concern to
develop those additional skills, crucial to the subsequent vocational performance of the
students when qualified. He also makes explicit the value he places on the opportunity,
created more readily by the small group method, to respond to students and give feedback
on their ideas and their communication of them. This emphasis, in his identification of
aims, on the students and their intended gains allies him more closely with the lecturer in
Physiology, whose group aims were described and analysed in the previous section "One
Group with Student-Focused Aims".

Other lecturers in this group of nine did include alongside their intentions of "leading’,
"encouraging”, "enabling’", clarifying”, "explaining” etc. some aims also for their students, but
these were always expressed after statements referring to themselves and their intended

activities and were fewer in every case than those. For example, one lecturer in French



gave three aims for the class, the first two of which related to her intended activities and the
last - a general observation - to an aim for the students.

"In a general way, all tutorials, whatever the text, aim to increase their (the
students,) independent power of literary analysis."

Another lecturer from Production Engineering and Management adds to the end of his List

of aims

"a good group feeling”

The implication of this secems to be the creation of a comfortable atmosphere, within which
the students will feel more enabled to participate in their own learning development. The
aim would therefore be oriented to the students’ development.

The four preceding sections:

"Lecturers’ Responses in Section One"

"Five Groups with Teacher-Focused Aims"

"One Group with Student-Focused Aims"

"Nine Groups with both Teacher-Focused and Student-Focused Aims"

have consisted of a detailed qualitative analysis of statements of intention for the fifteen
groups in the sample. A summary of this analysis will be given in the concluding section of
this chapter. Before that, however, details given by lecturers in their response to the other

three relevant sections on the comment sheets will be examined and considered.

Lecturers” Responses in Section Two

In what ways is teaching in a small group likely to help you achieve the above things
The reason for including this section on the Comment Sheet for Lecturers was to identify

(a) what lecturers saw as the intrinsic differences between operating with a small
number of students and other methods of teaching, and

(b) how these perceived differences related to the specific aims they had set out in
the first section of the sheet.

Previously in this chapter attention has been drawn both to the high cost in time - and
therefore money - of provision of small group learning opportunities; and to the consequent
necessity of clarity of aims and content, which justify such relatively expensive means. The
aims themselves have been considered in the previous section, now the lecturers’ views of

the particular contribution of the small group method are to be examined.
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The analyses of responses in this section indicate that there are thought by this sample of

lectures to be eight ways in which working in a small group would help them to achieve
their stated aims.

1) Possibility of Greater Vigilance of Students

There were several references in the responses of the sample to varying aspects of
vigilance. One lecturer wrote of the "students with problems” in his class in Industrial
Economics as being "less able to hide behind the rest”. The lecturer in History, of whose
teaching two classes were analysed and who consequently completed two sheets, wrote both
times of the importance of small group work for checking the students understanding.

"you can ensure that the text has actually been understood.

They have to translate substantial extracts and can’t rely on other students
to do the major part of the work. It is also easier to check whether they
understand the meaning of the text in historical terms."

This lecturer also referred to the possibility of close supervision’ afforded by small group
teaching. In addition one of the lecturers in Education wrote of the "possibility of pinning
down all individuals".

All these comments concerning pinning down students, now allowing them to hide out,
checking their understanding and supervising them closely indicate that for one group of
lecturers a significant feature of small group contact time is that they can keep a watchful
eye on their students’ performance in order to check understanding, progress and possibly
check also the tendency, implied by the lecturers, for some students to escape their
attention. Whether these are desirable teaching characteristics or not is not here the issue,

but it is interesting to note that in comments on four out of the fifteen classes referred to,

this point of vigilance was of significance to the lecturer.

2) Permits Close Study of Content
In the Arts subjects sampled - in both of the French classes and in the History group the

lecturers referred to the importance of small group work for analysing closely the content

of the course ie the

texts being studied. Comments such as

"I can direct my remarks to bits of the text they can refer to ...." and

"One can achieve close study of the text ..."

were made in each case by the three Arts subject lecturers included in the sample, which
indicates the particular significance for them in small group teaching of the opportunity for
close, detailed study of the content of literary works.

™



3) i ncen n Individual’s Difficulties

The lecturers in (1) above referred indirectly to this aspect of small groups, when they
mentioned the possibility of checking understanding, which implied the pin-pointing of
difficulties as and when they arise. Additionally three lecturers in the sample made more
explicit reference to this opportunity to help individuals with problems. With reference to
one of the History classes,the lecturer wrote:

"In a small group the problems found in the text by individual students can
be considered in detail.”

In the Industrial Economics class, the lecturer stated that he could "identify individuals’
problem areas more easily”. The lecturer in the Mechanical Engineering group in the
sample alluded to other areas of student difficulty, not just with the subject, when he stated:

"A tutorial is normally the main outlet for student problems of all natures.
In tutorials the teaching aspects are not primary in my Department.”

It is in the above comment that we have the only occasion within the sample, of a reference
to a pastoral role for the lecturer/tutor.

In all the above points concerning identification of difficulties and problems of individual
students, the emphasis is on the role of the lecturer as "corrector" or as "adviser”,
predominantly in an academic sense, but once in a pastoral capacity. The lecturers here

perceive themselves as being both "in authority” and "an authority" as Peters (1973) wrote.

4) Informal Atmosphere encourages Student Contributions

Six references were made amongst the comments given in this section of the sheet to the
importance of informality for enabling student contributions. These comments came from
the following range of subject areas: Education, French Studies, Medicine and Social
Administration. One of the lecturers in Education referred to this aspect twice:

"Informality may lead to students contributing more freely. Opportunity
for questions from the floor much greater.”

Similarly the senior member of the French Studies Department made two allusions in his

comments:

"Only a small group permits the ready asking of questions.

The informality enables any questions to be pursued without pre-
programming.”



Other lecturers in Medicine and Social Administration underlined the importance of an
informal atmosphere for the advancement of their stated aims. One of them went further
than simply stating "informality" by defining that as "an atmosphere casual and friendly
enough to encourage questions.”

It is clear from the emphasis in the above quotations that the creation of an encouraging
atmosphere described by several of the sample lecturers as "informal" is felt to be a
significant feature of instructional small groups, for achieving the intended aims.

5 Possibility of Discussion/Interaction

This might be construed as an extension of the previous paragraph but is treated separately,
since student contributions might mean individual student comments made sporadically and
directed largely to the lecturer. However, the specific mention by some of the lecturers of
discussion and/or interaction suggests an interchange of comments and ideas by several
members of a group. In this context the senior lecturer in History raised the issue of
dominance in groups, when he wrote that an aspect of small groups which he valued was

the limited scope for domination by vociferous individuals.

"In a larger group there is a danger that discussion would be dominated by
the most forceful personalities. It is seldom those students who need most
help.”

This interest in the dynamic of groups and the facilitating of discussion is echoed by other
colleagues. The senior lecturer in Production Engineering referred to the value of
"interaction between students and between the students and the two staff members
present”. In addition the senior lecturer in Physiology stressed the importance of the
"interactive" nature of the class. These three lecturers, therefore, placed emphasis on the
value of providing a teaching opportunity, which encourages the interchange of ideas not
only between lecturer and student, but between students themselves, and this leads us on to

the next section.

6) ommunication. Participation llaboration

"I can get a sense that we are looking at the book together, ﬁndmg
references together etc. Therefore that joint discussion, that joint thinking
and real communication is worthwhile and leads to discoveries fgr us all
(for me too). The level of discussion is often high and their contributions
are certainly as valuable as mine, frequently more so, which I try to let
them sense.”

In the above quotation a level of aim, expectation and value is expressed which goes beyond
encouraging student contributions or even the interchange of ideas, which is why it has
been included as a separate section. This lecturer in French Literature described here a
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truly collaborative approach to literary analysis and appreciation, and valued highly
something which she called "real communication". The implication by the use of the word
"real” is that communication on this level is rare, but extremely worthwhile. Her
enthusiasm for the process is apparent in her expression of it and particularly of her own
gains. The quotation is striking and unique in the sample in its emphasis on shared
learning and her willingness to concede "authority” and become a partner in the learning
process. It may be that this approach is more possible and likely in an interpretive area
such as literature, but there is another indication within the sample, from a more
traditionally didactic subject area which puts emphasis and value on the concession of
authority to the students. The senior lecturer in Pharmacology and Physiology wrote of the
value of the class lying in the fact that it was "student-led."

This issue of the concession of authority and the creating of a collaborative approach to

study is reminiscent of Stenhouse’s (1972) argument.

"the teacher will be most effective if he defines his role and thereby makes
his use of authority also rule-governed, and his areas of initiative clear.
Small group work is not forwarded by the renunciation of authority, but by
its definition."

The two lecturers above were not remouncing authority, rather opting to share it

temporarily in the best interest of the learning development of their students.

Insight into Individual Learning Context of Students

g 3

d
8) Development of Judgement

These two areas of comment are grouped together, since they were each mentioned only

once and by the same lecturer. Yet they are both of sufficient interest and significance to

|

be worth noting. The lecturer in Physiology, who was singled out in the previous section as
the only one who stated the aim of his class in totally student-centred language, also
described his expectations of the benefits of small group teaching in a unique way within
the sample. His response is quoted in full below:

"I must know the preconceptions of the individuals.
The material is difficult, precluding didactic treatment.

There are few right answers and the development of judgement, ordering
of priorities, and awareness of the consequences (and their early
appraisal) of the wrong decision are the skills which must begin to develop

here.

All the objectives require active student participation therefore didactic
teaching would be useless."



From his references to the inappropriateness for this topic of didactic teaching and his
emphasis on the students being active, it is clear that this lecturer uses the small group
teaching medium to enable students to contribute to and participate in their own learning
development. In this, his responses have something in common with those lecturers cited
in sections (4), (5) and (6) above - he clearly aims at student contribution, discussion,
interchange of ideas and collaboration. Beyond this, two parts of his statement in this
section remind us of Abercrombie’s writings on her work with medical students, which she
called "The Anatomy of Judgement" and in which she put emphasis on the importance of
the lecturer having a knowledge of the students’ learning contexts (their "existing schemata”
in Bartlett’s terms) and on the significance for students of medicine of developing a
capacity for sound judgement.

It was of great interest to the researcher of this project that this lecturer in Physiology’s
stated aims in Section One of the Comment Sheet were identifiably student-centred and
that his responses so recalled the work of Abercrombie. It was subsequently confirmed
that he had considerable knowledge of Abercrombie’s work. It may be of note that this
lecturer had a particular interest in educational theory and practice and had studied that
field in depth.

In this section the responses of lecturers in the sample concerning their expectations of how
the small group might contribute to their achievement of aims, have been critically analysed
and eight areas of contribution defined. Three of these range on a spectrum of student
activity in their learning, from student contribution through to genuine collaboration with
their lecturer in learning. Two have a bearing on the learning process itself, reminding us
of the learning theories of both Bartlett and Abercrombie, as discussed in the opening
stages of this chapter. Two further areas of response refer to the opportunity of paying
particular attention to students, checking their understanding and addressing their
difficulties individually. Finally one area, with particular reference to Arts subjects, alluded
to content coverage and the possibility created by the small group of analysing texts in
detail. In the following section it is intended to examine briefly the likes and dislikes
lecturers expressed of small group teaching.

rs’R nses in Secti ven ven

7(a) what I enjoy most about small group teaching is ..
7(b) what I find most difficult about small group teaching is ..

The responses within these two sections provide some interesting complementary and
contradictory comments concerning the lecturers’ attitudes to small group teaching. The
area most commonly referred to in the sample in both the enjoyment and dislike sections



centred around the opportunity created by this medium for interaction and participation.
This was variously cited by seven of the lecturers as an enjoyable aspect of their work, and
they particularly frequently commented that they liked the possibility of "getting to know
students better as people” or of "enjoyable social occasions when I know them (the
students) quite well."

Yet with similar frequency, nine of the sample stated that specific issues arising out of this
very process of participation presented them with their difficulties. One lecturer wrote of
the "considerable skill involved in directing the discussion on fruitful lines", another of
problems with "shutting up the vociferous and bringing in the meek”. Other lecturers
mentioned difficulties with "sparking the students off™ and it being "disastrous if there are
personality clashes.” It is evident, therefore that participatory learning presents lecturers
with both very taxing and yet rewarding work. One senior lecturer wrote of his dislikes with
touching honesty

"To be frank - keeping on your toes all the time! Perhaps I am getting old
- but it is tiring"
Amongst the enjoyment expressed a very common feature, referred to by five of the sample

was the opportunity created of feedback in both directions - by students to staff and by staff

to students. Comments such as the following were made by all five:

"- sharp feedback from members of a small group - which is almost
completely absent when I am lecturing ..."

"being able to give praise.”

In this section one other lecturer also alluded to the enjoyment he gained in "better
personal contact with the students” because it enabled him "to judge the capacity of the
individual students more closely and to gear teaching to their needs". He is suggesting here
that small group work affords an opportunity to gauge more closely the learning levels of
students and is suggesting also that this teaching method is sufficiently flexible to be
adapted, in order that those identified individual learning needs can be met.

Hitherto in the analysis of responses a noteworthy feature has been that little correlation
exists between the expressed aims and expectations of the lecturers and any of the variables
originally isolated ie subject area, age, status, experience and sex. Comment from one
lecturer on a Statistics class within Social Administration gives us an interesting insight into
the possible influence of subject matter on teaching process. She stated clearly in her
details concerning both enjoyment and dislike of small group work, that her experiences

generally with seminars were positive, but that this subject area ie Statistics, was not as

enjoyable.



(7a) "I have had some very enjoyable experiences of feelings and mutual insight and
discovery in small seminar classes - nof first year Statistics.”

(7b) "It depends very much on the group and subject. In some subject areas eg
Statistics, which are to me at least intrinsically less exciting that others - I find it
very difficult to sustain my own interest after having mastered the problem myself
year in year out, to create the kind of opportunities for students which small
group teaching provides.”

The above comments suggest three thoughts:

1) Subject area can have effect on teaching approach, not in the sense outlined
previously of a university discipline, rather specific subject matter within a
discipline which might be "intrinsically less exciting” than other aspects of the
broad subject area. In this case Statistics proved dull for the lecturer in
comparison with more "exciting" parts of the course.

2) The lecturer’s own enthusiasm for the subject can influence the teaching style.

3) The lecturer’s performance in small groups can vary according to the subject
matter of the class.

Whereas there was no close relationship between academic discipline and expressed aims

of lecturers, it is nonetheless important to note that within the discipline a lecturer’s

attitude and therefore perhaps style and approach can change according to the specific
subject matter being addressed.

Finally, in this section there were significant comments which would "blow the myth" of the

rigid identification of teaching style with academic subject area. There are in existence

perceptions of subjects and the nature of teaching within them, which were depicted
previously in Figure 4.2 in this chapter. There is a prevalent belief that, for example,
lecturers in the areas of Applied Science and Medicine have, in general, a more didactic
approach to teaching than those, for example, in the Arts and Social Sciences. According
to this sample and data the above perception is not valid in relationship to small group
teaching. A close examination of the comments made in the likes and dislikes sections of
the Comments Sheets of the three medical lecturers serve as a useful and even amusing
illustration of the falseness of assumptions frequently made about teaching and learning in
Medicine. On the one hand, one of the senior lecturers, from the area of Human
Morphology described his likes as follows:
"Talking.
Contradicting superficial ideas.”

In addition his expressed dislike with small group work was ’a problem in getting students

to participate’. It is not difficult to anticipate his dislike and problem, when one has read

and interpreted his enjoyment. Implicit in that statement are



1) an expectation that students have superficial ideas. (They may indeed have, but it
is not productive to approach the teaching with that expectation).

2) an interpretation of the role of lecturer as a confrontational one, in which he
corrects and ’contradicts’.

3) an assumption that the lecturer dominates by ’talking’ and "contradicting’ and
that the students are passive recipients of these actions.
The stark contrast between the comments of the other two medical lecturers in
Pharmacology and Physiology. They wrote as follows:

"hearing the spontaneous insights of good students
being able to praise
grasping directly any difficulties they are having"

and

"There is a contract between the group and myself, and therefore their
attainment is not constrained by pressures of curriculum, difficulties
associated with large group inflexibility and above all with the positive
lethargy encouraged by a mass lecture environment.”

The emphasis here on listening and responding in the first extract and on a contract
between students and lecturer in the second, which permits flexibility and active
participation by all, speaks for itself, when juxtaposed with the interpretation of the other
lecturer in Human Morphology’s attitude and approach. An interesting footnote to the
above radical contrast is that the two lecturers within Pharmacology and Physiology
collaborated frequently in their course design and planning of teaching methodologies, and
both were well-versed and interested in the teaching of Medicine, as well as its practice and
their research.

The above analysis of contrasting comments in the area of Medicine indicates that there
can indeed be no generalisations concerning styles of and attitudes to small group teaching
within academic disciplines. It would be difficult to find a greater difference in approach,
even if the whole spectrum of disciplines with a university was reviewed.

umm f the Analysis of Lecturers’ Commen

The following points represent the results of the qualitative analysis of fifteen lecturers’

statements in Sections 1, 2 7(a) and 7(b) of the Comment Sheet.

[1] The majority of lecturers state their aims according to their intended activity
and achievement in the class. Five of the fifteen wrote only of their own
intentions, a further eight wrote of their intentions firstly, and secondly referred
to intended student achievements. One gave three student-centred aims and one
aim which related to his activity. Finally one lecturer wrote totally of student
gains and student activity.



(2]

[31

[4]

(5]

(6]

(71

(8]

[9]

[10]

[11]

[12]

Very few lecturers, therefore, perceive of the students as being the most active
participants or of the need for them to develop responsibility for their own
learning.

The language of the stated aims indicates a recognition of the particular
purposes and functions of small group work. There were only few references to
input of information and ideas. The majority wrote of using the medium for
"clarifying”, “identifying individual difficulties”, "emphasising special points",
"assessing understanding”, and "enabling” and "encouraging” students in their
learning.

The responses in Section 2 underlined the above recognition of the special
nature of this teaching medium. Three of the aspects alluded to, involved
reference to the possibility of student contributions, interaction between
members of the group and collaboration in the learning process.

Several lecturers indicated by comments in both Sections 1 and 2 that they have
a pre-occupation with vigilance and close supervision of students’ learning and
progress, which is particularly enabled in small group work.

Very few, however, (only two) indicated an awareness of the opportunity
provided by small group learning of the lecturer gauging the individual learning
contexts of the students; a valuable aspect, which learning theorists have
stressed.

There is no correlation in the sample between the variables age, status,
experience and sex - and the aims and expectations of lecturers.

Subject area provided one significant correlation. All three lecturers from the
’Arts’ indicated the special purpose of small group work for close detailed study
of content ie texts and literary analysis.

One other lecturer revealed in detail a further influence of subject matter ie
topics within an academic discipline. The enthusiasm for and interest in a
particular topic can influence attitude and therefore style of the lecturer with
his/her group.

The whole area of ’student participation’ causes contradictory responses from
lecturers. Sometimes they find this a most rewarding and effective aspect of the
work; other times it is found to be problematical for them. In this ambiguity of
comment and experience, there is a clear indication that lecturers need skills’
development in managing interpersonal transactions in groups.

Particular value is placed by a majority of lecturers on the opportunity of closer
personal contact with and knowledge of individual students.

In the sample there is no correlation between academic discipline and aims,

expectations and approach to small group work. The only factor which appears
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to encourage a similar style and approach between lecturers is collaboration in

teaching, which is more likely to happen if the lecturers work in the same or in

related areas.
Following these twelve conclusions it will be interesting to examine how the work of the
video-recorded groups in action matches up with the intended aims and the expectations of
the lecturers concerned. A detailed analysis of the patterns of interaction in the groups is
discussed in Chapters Six and Seven of the thesis. In the intervening Chapter Six, however,
a close examination of the expectations and attitudes of the other participants in these
groups - arguably the most important ones - is given. What impressions, aims, expectations
and experiences do students have of small group teaching?



CHAPTER FIVE

THE STUDENT PERSPECTIVE IN SMALL GROUP WORK

"All the evidence is at one in showing a strong student demand for more
teaching by tutorial and seminar."
(Hale Committee, 1964)

As long ago as 1964 these findings indicated overwhelming preference of students for
teaching in small rather than large groups. There is no reason to believe that this has
altered in any way. Indeed the responses in the Students’ Comments Sheets used in this
project, described in Chapter Three and included as Appendix Two are evidence of the
continuing predilection that students have for this method of learning. The sample of
students was drawn from the same groups as those in Table 4.1 "Profile of Lecturers”, in the
previous chapter. There was random sampling of male and female students from Year One
right through to Postgraduates and across the academic disciplines listed in that Profile. A

small group was defined as one consisting of fewer than sixteen students.

Amount of Small Group Teaching Experienced by Students during their Courses

Section Four of the Comment Sheet required the students to estimate the amount of small
group teaching they had experienced during their course. Table 5.1 summarises their
statements of the amounts during each year of their studies. The groups are arranged in
alphabetical order of academic subject area.

The second column gives the year in which they were when they completed the sheet.
Their estimated amount of time spent in small groups then follows. Where approximate is
stated in brackets after that percentage, this indicates that there was some slight variation
in estimate across the group of students sémplcd. In these three cases the mean percentage
was calculated of the estimates given by each student.

From Table 5.1 it can be scen that the quantity of small group teaching experience varies
from nil in the first year in some Engineering departments through to 75% for
undergraduate students of History and Russian. It must be noted, however, that this
postgraduate sample of Education students completing their Postgraduate Certificate in
Education with Russian came from an undergraduate academic discipline, in which it was
highly unlikely that any large groups existed. It was probably then a matter of
circumstance rather than choice, which was responsible for their large amount of small
group work.

If the year of the course is examined in detail, we find from this sample that an average of

27.5% of student contact time is spent in small group work. There are, however, notable



Approximate Amounts of Small Group Teaching Experienced by Students

Subject Area Year Amount in
Year 1 Year 2 Year 3/4 PG
Education (General) Postgraduate * Various 50%
Education (Russian) Postgraduate 75% 50%
Engineering 3 and 4 0% 0% 20% (approx)
French Studies (Literature) 3 33% 33% 65% (approx)
French Studies (Philosophy) 2 25% 25%
History 3 25% 25% 75%
Industrial Economics 1 25%
Mechanical Engineering 2 20% 20%
Medicine Human Morphology 2 25% 25%
Medicine (Physiology) 1 25% 25%
Medicine (Physiology) 1 25% 25%
Production Management 1 20%
Social Administration 1 25%
Spanish 1 35% (approx)

* This group was made up of students from a variety of undergraduate disciplines.
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deviations from this mean eg in certain Engineering Departments the students receive no
opportunity for small group learning, whereas in Russian 75% of the contact time was in
small groups. If subject areas are grouped into Faculties, then the averages of small group
teaching experience for first year students are:

Applied Sciences 133% of total teaching time
Arts 38.6% of total teaching time
Medicine 25.0% of total teaching time
Social Sciences 25.0% of total teaching time

The Education Faculty is not referred to here, since it has no undergraduate intake.

In Year Two the picture described by the students in this sample is of exactly the same
amounts of small group teaching in all subject areas represented as in the first year. The
variation in the sample comes in Year Three, when those students towards the end of their
undergraduate courses indicated a substantial increase in the amount of time spent in such
groups. The overall average goes up to 58.75% of the students’ timetable, but the
difference between the Applied Sciences and the Arts is still considerable with an average
of 71.66% in Arts subjects and 20% in Engineering.

This data gives us an overview of the provision of the small group learning opportunities for
this sample of fifty students drawn from fifteen subject areas across five Faculties. It would
be invidious to interpret the data by suggesting, for example, that much more small group
learning opportunities are created in the Arts subjects because those lecturers are more
aware of the value for the learning development of such opportunities for their students.
The case is probably rather that size of student intake affects timetabling and grouping in
all subjects. Staff-student ratios might also vary. Traditional teaching approaches have
evolved and been handed down from generation to generation of lecturers in specific
disciplines. There is in fact no evidence from the previous chapter in the detailed analysis
of lecturers’ aims and attitudes to this teaching method, that a greater understanding of its
potential value exists in the Arts. In fact from that previous evidence there is a suggestion
that a greater appreciation of the potential of the group process exists in pre-clinical
Medicine regarded by many as a subject extensively taught didactically and in large groups.

Students’ Responses in Section One
What, do you consider, was the lecturer aiming to achieve in this class?

The responses by the students in this section can be categories into the following areas of

comment on the intended aims of the class.



1) i dents’ Under

The word "understanding” was mentioned more by these fifty students than any other single
learning process alluded to. Different types of understanding were referred to, as for
example, the comments by several students on an Engineering class indicated:

"to increase our basic understanding of the concepts in the subject under
study.”

"an understanding of the problems in this type of role specification.”

"an understanding of how the theory learnt so far applies to real life."

Three distinctly separate layers of understanding emerge in the above comments. One
student saw this teaching session as an opportunity for extending his grasp of the basic
learning points, another saw it more particularly as focusing on insight into difficulties
inherent in a process, and the third referred to the function of this session as helping them
to relate the theory to the practice in real life. All three students here suggest implicitly
that this particular teaching process enables a deepening of their reception of the
knowledge already transmitted in other ways during their course. In this, they are
themselves demonstrating an understanding of the essentially different purposes of small
group learning as compared with large group teaching.

Such references to gains in increased understanding permeated the sample of comments
from all subject areas. With reference to one of the classes in Physiology a comment was

made, which went beyond understanding:
"to try to get us to understand and assimilate a certain part of the course.”

This allusion to assimilation implies an appreciation by the student of a third stage in the

learning process ie

a) transmission of knowledge

b) understanding of that knowledge
c) assimilation of it. '

Her comment indicates that small group teaching contributes to both the second and third

stages of that process.
The second most commonly mentioned area on the sheets identifies a recognised aim,

which the students often linked to this first one. They indicated frequently that the
following aim of encouraging student contributions and communications between all the
group participants was the principal way in which understanding was increased and the

assimilation process achieved.
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2) ity for Per n! For Communication

It is intended in this sub-section to treat together two broad areas of reference by the
students. There were many comments on the sheets concerning the possibility in this
teaching forum for communication - student to student; student to lecturer; lecturer to
student - and for discussion. Additionally the students referred frequently to the
significance of small groups for their own personal, individual involvement in this
communication process and therefore in their learning development.

As previously indicated several students linked this aim to the first one of increasing
understanding. With reference to a small group in Production Engineering, in which a
role-play was transacted, one student wrote:

"to help the class understand how a company is run, by their active
participation in running one."

Here the student perceives a deepening of his understanding by a technique which enables
him to be personally involved and active in the learning process.

Another student comments on a class in Industrial Economics that:
"Through discussion I find I can understand lecture notes better.”

Again the implication here is that active participation, this time by the verbal interchange of
ideas and information, increases students’ understanding of their subject.

Some students commented on the lecturer’s intention of promoting discussion, without
linking it to any particular objective, rather seeing the discussion process as an end in itself.

Comments such as the following were common:
“to provoke discussion of various ideas in the text.”
"to get us to participate in putting forward our views"
"to get us to talk abut common problems.”

A few of the students perceived the small group as an opportunity for them to practise skills
outside those associated with the content of subject. One student wrote of her French

Literature class as:

"A general discussion about three prepared chapters with the aim of
encouraging us t0 EXpress our views."

Here she is referring as much to the importance of practising the art of argument as she is
of discussing the content of the three chapters. Another student, this time of Engineering,
put forward what he saw as the two aims of the class:
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“Cq@munication between lecturer/student and students/students.
Ability to express our points of view."

This student makes no reference at all here to subject matter but perceives the aims of the
class as the facilitation of communication between all participants and the development of
the students’ abilities in the verbal expression of ideas.

Just as with the analysis of comments in (1) above relating to increased understanding, in
this area also there was no perceptible correlation between particular academic disciplines
and the aims of communication and participation. Responses elicited from students in all

the Faculties represented indicated that this was a primary aim.

3) n ement of Studen i form opinions

"To get students to think about theories.
To get us to form a personal opinion about the value of those theories.”

One second-year student of Medicine indicated thus that the small group permitted the
lecturer to aim at promoting deeper thought by the students, in order to help them develop
the capacity for taking informed decisions. This feature of group work was echoed in
several comments from students not only within Medicine but also in other disciplines.
When a First year student of Medicine wrote the following of her case study class in
Physiology, she was also referring to the role this type of class played in making her think
more deeply about particular patients’ symptoms and in developing her ability to make a
judgement based on these deeper considerations, before treating patients with drugs.

"To make us see that simple problems on the surface may be more
complicated underneath.
To get us used to forming a prognosis before prescribing drugs.”

One of the students of French extended this purpose of small group work by writing that it
not only encouraged students to think, but also to have their own interpretations and to
develop the conceptual and verbal skills of defending those interpretations.

“To encourage the student to defend a particular point of view or
interpretation of the passage to the other members of the group.”

In other Arts areas as well as in the Social Sciences, students alluded variously to this

function of their seminars:

"Generally to make us think.”
*“To evoke the thoughts of the class - to make them think.”

"Forcing you to think for yourself."
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Through all the above quotations in this sub-section comes the suggestion that the teaching

and learning processes in small group work encourage an increased depth and breadth of
thought and interpretation within the students of the content of their various courses. This
special function is identified by students of several Faculties.

4) ivi ntion f Knowl

One of the video-recorded classes had the particular purpose of giving the students an
opportunity of identifying difficulties they were having with the content of the course and
additionally any other problems, perhaps personal ones, they might be encountering. This
group from Mechanical Engineering was fulfilling then, as much a pastoral function as an
academic oné, and it was understandable therefore that all the students from this class
within the sample mentioned this as its primary function as follows:

"To find out how we were managing with the course."

"To help with any problems we encountered.”

This tutorial was also identified by the lecturer as a "trouble-shooting class”, in which he
acted not only as academic tutor but also as the traditional moral tutor used to do.

With reference to other groups students pointed out the specific aim of their small group
classes of giving them an opportunity to receive individual attention on questions which
arose from material covered in lectures, or to fill in any gaps in their knowledge. For

example the following comment was made of an Industrial Economics class:

"... aims to achieve a clear understanding of the question, to bring up
problems which might be dealt with individually...”

"to tell us things we did not already know."
Linked to this aspect of individual attention were many comments, again made by students
from all disciplines, concerning the assessment of individual students’ understanding,
progress and skills. Some referred to the aim of this teaching medium as enabling the
lecturer to check up on how much they know or don’t know. Diagnostic testing was
described as follows across several areas:

*to see that we had a basic understanding of the text.”

*to find out how much we knew about the topic.”

"to correct any misunderstanding we showed.”

The above comments drawn from the sheets of students from three different Faculties refer
to the process, carried out by lecturers, of gauging whether the students have adequately



assimilated information or practised skills, in order that they are ready to move on to the
next stage. If not, then any gaps are filled or misunderstandings and difficulties remedied.
An important stage is alluded to here in the cumulative process of learning. Also referred
to in connection with testing was the part small groups pay in contributing to the formal
assessment process of knowledge and of skills.

5) m roups as Extensi f

Occasionally the role of small group teaching as a forum for providing added information
and ideas following lectures was identified. This was mentioned by students in four groups,
representing four Faculties - Arts, Education, Engineering and Social Sciences. Most of
the comments in this connection indicated that the tutorial in question was designed to
complement or continue the lecture, with which it was associated. A student of Engineering

wrote as follows:

"The aim is to extend the thermo lectures and to receive feedback on his
lecture material and methods of putting it across.”

The implication in the first part of the above statement is that extra information is given to
add on to that transmitted in the lecture course, although it is not made absolutely clear
what this student understands by "extend”. One other extension activity he alludes to is that
of the tutor having an opportunity to check on how his lectures are being received. This is
an interesting dimension only referred to this once in the sample. It is the only reference to
student feedback on lecturer performance.

A comment by a student in the Social Sciences, defined more closely this extension function

of small group work:
"Elaboration of various principles in the lecture.”

Here the implication is not of additional information being supplied, rather to the
information and ideas already disseminated in the lecture being amplified and illustrated, to
aid the students’ understanding. A similar feature of small group follow-up work is
illustrated by the following comment of a student of History.

*To complement our lecture course by studying sources of a relevant
period.”

Again a complementary function rather than a sequential one is referred to.
In conclusion it can be seen that the fifty students in this sample identified five main areas
of intention in their experience of small group work. Their comments showed an

understanding of the specific purposes and functions of this teaching medium, and their
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perceptions of their lecturers’ aims for the classes related accurately to the expressed
intentions of the lecturers analysed in the previous chapter.

dents’ R in ion Tw.
In what ways did the small group teaching situation help to achieve these things?

Having identified the aims, the students were invited, just as the lecturers had been, to
indicate the peculiar qualities of small group work, which contribute to the achievement of
the outlined aims. The aims of:

(a) increasing understanding

(b) facilitating discussion/communication

(c) encouraging deeper consideration and thought

(d) giving individual attention
and (e) extending the lecture course
had all been identified by students from a variety of subject areas and year groups. They
then indicated in Section Two four aspects of small group which aided the fulfilling of these

objectives.

1) Facilitation of Individual Expression of Ideas
Many references were made to this particular quality of small group work, whereby both

the possibility was created and the permission given by virtue of smaller numbers and
closer involvement with the lecturer, for students to express their ideas, ask questions and
interrupt to clear up difficulties. Comments such as the following sample within this
category indicate the significance for the development of students’ understanding, the
remedying of misconceptions and the refinement of their capacity for verbal expression and

argument, of this opportunity for discussion and interchange of ideas.

"Discussion of particular problems so that they can be resolved.”

"Much more time to ask questions. Easier to ask questions than in a big
lecture theatre. More time can be devoted to the individual and therefore
achievement can be greater.”

*It enables the student to lead the topic in a direction that will be
beneficial to him."

"Allows me to express verbally my ideas on how I understand the topic. If
my representations are correct, incorrect of partially correct is then
conveyed to me by the lecturers. And so my understanding is developed.”



2) Informal, Intimate and Secure Atmosphere

All three adjectives above were used by students to describe the reasons for their ability to
contribute to and participate in those discussions emphasised in the first quotation above,
which in turn enhanced their understanding of the subject matter. There was implicit
comparison between this teaching method and others experienced by the students, when
they spoke of individuals contributing more readily and more confidently than in other
situations.

"In a small group one tends to be more relaxed and at ease. In a large
lecture-type class, one is constantly aware of the barrier between lecturers
and students. Hence one is inhibited.”

Particular reference was frequently made to shy students:
"Atmosphere of a small group can help shyer students to take part.”

One student of Engineering underlined the significance of the secure framework created by
the small group, within which he could feel more confident in taking responsibility for his

learning,

"It is easier for students to be more sure of themselves when they know
they have to take charge of the situation, but that there is help available, if
they request it."

Informality and intimacy of the group processes and atmosphere were alluded to most
frequently in ways such as the following:

"It was more infimate ic the lecturer was talking to single people as
opposed to a large group, so one concentrated better on the subject
material. One can also interrupt and clear up small misunderstandings eg
it doesn’t have the formality of a lecture.”

Such comments as those above in this section clearly indicate the importance for the
students in their learning of close contact with their lecturers and of opportunities when the
perceived barriers of authority and formality are broken down, with the result of enabling
more readily questioning and testing out of knowledge, ideas and interpretations.

3) Collaborative Working
Two of the students referred to a process of working, which was brought about by the

opportunity for close contact with their lecturers, and which went beyond discussion,
participation and exchange of ideas. These students wrote about sharing in the solution of

problems and of reasoning together.



"We are able to talk through the problem and reason together, so that we
understand why a certain conclusion is reached.”

This student of Medicine expresses his experience of a collaborative approach to problem-
solving not only in the use of the phrase "reason together” but also in his use of the pronoun
"we" which is unusual within this sample. Few students indicate in their use of pronouns a
shared approach to common problems. Where pronouns are used it is most frequently I or
he/she with reference to the lecturer.

Although two students are very few out of a sample of fifty, the point they make is an
important one. Both the students were video-recorded in first-year groups studying
Pharmacology and Physiology within the School of Medicine. It is, therefore, only within
one subject area that students describe a working atmosphere of collaboration within their

small groups.
4) Effects of Direct Contact with the Lecturer

Many comments revolved round the process brought about by the directness of the contact
with the tutor. Some wrote of being forced by this to be involved, not in a disparaging way,
but suggesting that this was a productive aspect.

"Direct questioning forces thought processes.”

"Forces students to pay attention, therefore concentrate.”

The effect of this increased concentration and consideration of the subject matter, resulting
from the closer relationship with the lecturer in small group teaching, was further described
by other students. Reference was made to being enabled to think and reach independent
conclusions, which could be expressed and therefore tested out.

"Able to think through a problem and reach and express a conclusion
yourself."

Another student related the effects of closeness of contact, opportunity for thought and
expression of it to an important aspect of his learning development thus:

"Small group work helps you develop your power of analysing problems
and their solutions.”

Here particular reference is made to the development of those analytical skills, important
across all subject areas and best practised in a teaching medium which encourages
involvement and exploration.

The above areas of individual attention and expression, of directness of contact with the
lecturer, of intimacy, informality and security of atmosphere, and of collaborative



approaches to work were seen by the students as being contributory to the achievement of
the aims outlined for their classes. In the final section, prior to the summary, a brief
overview will be given of the likes and dislikes the students expressed of their experiences
of learning in small groups. This following section is believed to be of as much significance
as the other analyses of student comment, since enjoyment in learning is a very powerful
motivating force and lack of it a strong de-motivator.

nts’ R in

Please list some things you enjoy about being taught in a small group.
Please list some things you dislike about being taught in a small group.

The most immediately striking feature of the responses in Section Three was the contrast in
the amount of comment written in sub-sections (a) and (b). Students registered
comparatively little in the sbacc for dislikes and much more when they were recording
things they enjoyed. Quite frequently there was a nil response in Section 3(b) - eleven out
of the fifty students indicated that there was nothing they disliked about this method of
teaching.

1) Enjoyable aspects of small group work
The enjoyable features described by the students, often at some length, could be

categorised into five broad areas:

(a) Opportunity for discussion and interchange of ideas.
(b) Flexibility - in contrast to other teaching methods.
(© Favourable comparison with lectures.

(d) Opportunity for personal, individual involvement.

(e) Conducive to more effective learning development.

Much of what was expressed in connection with (a) above reinforced what has already been
referred to previously in this chapter. Comments under (b) and (c) above were new and
gave an interesting and uscful insight into students’ appreciation of the special qualities of

their small group work.

“I like the flexibility of a small group. We aren’t bound to a rigid
schedule.”

The indication here and in several other comments of this nature is that students feel the
compulsion of coverage, just as lecturers do, and the rigidity this imposes often on teaching
approach and style. The students evidently enjoy the opportunity of being able to alter the
pace, to question and to influence the direction of the teaching, all of which is made



possible because of fewer members and closer contact with the lecturer. Other students
made more precise comparisons with lectures. They implied a dislike of them and a

complementary appreciation of small group work.

"Getting to know the lecturer better rather than just being a crowd in a

lecture room, taking copious notes from a lecture that has obviously been
given many times before."

"It can actually be enjoyable. Lectures rarely are.”

Such references as above were made by several students and indicate a dissatisfaction
either with the lecture as a teaching method and/or with the way in which it has been
carried out in their experience. The use of the adjective "enjoyable” and the adverb
"actually” above suggests surprise, and an expectation that teaching is per se an activity,
which is tolerated as a means to an end, but largely not enjoyed. This type of comment is
one upon which all those involved in the provision of higher education should reflect.
Learning ought, indeed, to be a pleasurable activity for it to be effective.

Comments concerning the welcome opportunity for students to be personally involved in
the teaching processes were numerous in this section of the questionnaire. It was the key
feature for students from a variety of disciplines. The most striking statement made in this

context read as follows:

"By being in a smaller group, one feels part of the class rather than just
another face in a sea of faces. I actually feel more part of the university as
a whole."

This reference to the sense of anonymity and isolation sometimes felt by students identifies
powerfully the potential effectiveness of small group work. Feeling a part of the class, a
part of the Department and, in addition a part of the total university community is bound to
be more beneficial to the student’s overall development than existing throughout the course
as one in a "sea of faces".

Perceptive responses were also given concerning the potential for effective learning
development within small groups. Once again the word understanding featured frequently,
as did the words analysing and remembering. The following are two examples of such

comments:

"Helps develop your power of analysing problems and arriving at
solutions.”

"I personally have a greater influence on what is beix}g dnscusscd I can
actually remember and feel I understand what we are discussing.”

The above quotations underline the importance of the students’ experience of learning in
small groups for the development of their analytical skills and their deeper understanding
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of the subject. The phrase, *I can actually remember”, indicates also the significance of this
work for reinforcement and consolidation of what is being learnt. The suggestion is that
the ideas, knowledge and skills being dealt with are reinforced in the memory of students
by the fact that they are operating in a small group. Presumably this is attributable to the
"greater influence” referred to in the quotation, ie that the student can ask questions to
clarify and therefore consolidate what is being learnt.

2) r Dislikes of Sm r rk

The dislikes expressed by students fell into three main categories, although it should be
remembered that 22% of the sample registered no dislikes of this teaching medium. The
categories of dislike were as follows:-

(a) Problems with interaction patterns.

(b) Feeling threatened by specific aspects.

(o Learning difficulties associated with the method.

The comments concerning (a) above were reminiscent of those expressed by lecturers
about their dislikes ie problems with dominant personalities or difficulties in getting people
to talk. The students frequently wrote of their discomfort with silences. In addition,
several indicated a dislike of being made to be involved eg

"Being asked to contribute, when you don’t want to."

Some of the students in the sample wrote in stronger terms of feelings of threat principally
about being in closer contact with their lecturers and being assessed by them.

"Sometimes you feel threatened by the closeness of the lecturers.”

"A feeling of being assessed by the lecturer through your answers and
through your attitudes.”

This latter student refers to inhibitions felt in the individual expression of ideas and
attitudes, which is caused by the process of having to be involved, because of the very
nature of small group teaching. The inhibition and fear is experienced because the student
feels that the medium is being used as an assessment tool. This should cause us to reflect
on the role of assessment in small group teaching and how it might be clarified, in order

that students feel less threatened by it.
One rather amusing additional comment made by several students was their dislike of small

groups, because of the fact that they had to do some work for them! Within a small group
there is no possibility of "passengers”, no-one can "hide out” and one has to prepare for

them.
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"You have to have completed a certain amount of work to understand
what’s going on."”

Although this was written as a dislike, it might otherwise be construed as a salutary and
constructive aspect of small group teaching!

The third area alluded to in the comments addressed issues of teaching and learning. Some
wrote of practical difficulties such as the following:

"Problem of discussion whilst taking notes.”

Such a difficulty, expressed severally by students, could easily be remedied by the lecturers’
giving time for taking notes, discouraging them, if they are not necessary or by preparing
handout material. This expressed anxiety of students would not be difficult to rectify. More
problematical areas, however, were referred to.

The nature of questioning and the particular skills involved in questioning in small groups
were raised. There was implicit criticism of lecturers’ inability to handle this technique

effectively.

"Being directly asked vague questions.”

“Interrogation on certain aspects of the course, especially the lecturer’s
specialist topic.”
The above selected comments refer both to the content and structure of questions and to
the method of asking them. "Vague" indicates lack of preparation, and confused and
perhaps rambling format. "Interrogation” describes both the authoritative questioning style
of the lecturer and the feelings of the student as a result of it. It is evident from these and
other comments on this theme that questioning skill and technique is an area on which
attention should be focused by lecturers for improvement.
Pace was a further problem area alluded to by a few of the students. There was some
disquiet about the varying pace of students of different abilities. Some expressed
frustration at being held back by the questions raised by other members of the group.

*I am sometimes frustrated at being held up by the problems or queries of
other group members.”

The final teaching and learning problem alluded to was that of unnecessary repetition. One
group, in particular, felt that the tutorial in question had served no useful purpose, since the
information contained would be given again in lectures.

"Details could and will be given in lectures later, so this class was
unnecessary.”
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This could indicate either that the content of the class was lacking or that the students did
not value the reinforcement and consolidation purpose of it. It signals a cautionary note,
however, to lecturers to ensure that what is done in small groups is perceived by students to
be worthwhile, and that the purposes and value of the session should be made explicit.
These four issues of notetaking, pace, repetition and questioning were the key features
identified in the dislikes section, which were related to the actual teaching technique and
method of the lecturer. Of these four, the one which received by far the most attention
from students in their comments was questioning.

m f the Analysis of Student R
"It’s the only way really to learn.”

This quotation from one of the sheets sums up the overall response of students, when they
were asked about their experience of group work. The following are the main conclusions
which can be drawn.

1] Students enjoy small group work.

Enjoyment is an aspect not to be underrated. There are still assumptions in the culture of
our education system at all levels that study should be arduous and unpleasant, if it is to be
effective and successful. Disciplining the mind rather than developing and stimulating it is
still often the implicit basis of many areas of education. At the level of higher education, if
not at any other level, this assumption is inappropriate and even counterproductive. Joy in

and enthusiasm for learning should be one of the major aims of lecturers in universities.

[2] Students receive on the whole little small group work.
The sample indicates a variation from 0% to 75% of contact time spent in small groups.
The 75% is, however, very rare. An overall average estimate was 27.5%.

[3] There is a clear understanding by students of the aims of small group work.
Not only did they perceive of this kind of teaching as having peculiar and distinctive aims,
but also their expression of these aims coincided accurately with those expressed by their

lecturers.

[4] Students’ appreciation of desirable methods is also perceptive.

This sample of students indicated a clear recognition of appropriate methods and styles of
carrying out small group work. In Section Two of the Comment Sheets, as well as in
Section Three(b) cffective methods were identified and equally, inappropriate and

ineffective approaches highlighted.
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In summary small group learning opportunities are valued highly by students, but there is
evidently need for improvement of the techniques and skills of the lecturers, who are
responsible for them. In the previous chapter and in this one, clarity of aims and
understanding of desirable and productive methods have been indicated by the participating
lecturers and then students. Yet some of the student responses indicate that neither the
aims nor the methods are always achieved, despite that clarity and understanding. Is there
a mismatch in the perceptions of lecturers and of students? Or might there be a mismatch
in lecturers between their perceptions of practice and the reality of what happens? In
Chapter Six the reality is observed and analysed in order that these questions might be

answered.
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CHAPTER SIX

ANALYSES OF PATTERNS OF VERBAL INTERACTION IN TWENTY
CLASSES

Introduction

:'If you read about it, it sounds very good. Some people every week go
Into a room and talk about the previous week’s lectures; it sounds great,
but when you actually come to do it, you sit around without saying
anything, and the seminar leader isn’t quite sure how to get them started
anyway; and this carries on for about twenty weeks - two terms; and you
begin to think it’s not such a good idea.”

(Rudduck 1978)

The above quotation from a survey of student opinion in the East Anglia Project on
learning through discussion illustrates a gap between the expectation and actual practice of
small group work. The student indicates that his expectation was of something valuable
and useful, and that the opportunity to follow up previous lectures was an aim, which he
appreciated. However, the reality of the teaching activity - its practice and processes - led
to disillusionment and an indication that the aim was not effectively achieved and the
expectation of something "very good" remained unfulfilled.

In the previous two chapters of this thesis, the aims and expectations of both students and
lecturers in relationship to their small group work have been analysed. The aims
enunciated within this sample have been equally clear and the expectations also positive.
An analysis of the lecturers’ aims has indicated an intention to clarify ideas and information
for the students by encouraging and enabling them to become involved in discussion and to
participate in their own learning. Their expectations were of a teaching activity, in which
the students would be involved in expressing verbally their thoughts, which would allow the
lecturers to identify gaps in the knowledge and problem areas to be rectified. The close
examination of students’ grasp of the aims and of their expectations of small group work
demonstrated that they saw the principal aim as gain in their understanding through more
opportunity for personal involvement in the teaching and learning processes, discussion of
ideas and greater individual attention paid to their questions and problems. Their
expectation also was of student participation and exchange of ideas.

The above delineation of aims and expectations of all participants suggests that an analysis
of the interaction patterns within a sample of university small group teaching will reveal a
high level of student talk - student questioning, student volunteering of ideas and student
response to thoughts of their peers and their lecturers. This chapter is devoted to the
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detailed analysis of a sample of twenty classes, as explained in Chapter Three, and of the
talk which is generated within those teaching sessions. The structure of the examination of
the seminars will be as follows:

1) An illustration of the application of the interaction analysis schedule described in
Chapter Three. The computer analysis of an Arts and Science seminar is
presented and the findings explained.

2) The results of the analysis of lecturer talk and of student talk within the twenty
seminars is presented in tabular format. These tables are then commented on in
detail.

In the subsequent Chapter Seven the analysis is continued as follows:

3) Student talk is examined in detail across the sample and the classes exhibiting a
comparatively high level of student talk are analysed in depth, in order that the
nature of the student talk and the reasons for its volume are identified.

4) There follows a summary of the findings and of the conclusions to be drawn.

The student, whose words were cited at the beginning of this chapter described a mismatch
between his expectations, his perception of aims, and the actuality of this experience within
a course of seminars. This Chapter will explore whether that experience is unusual or
commonplace. Shall we find evidence of discussion and student participation in the
interaction patterns and in the amounts of student talk relative to lecturer talk, or shall we

find the little amount of student participation indicated in the beginning quotation?

1) An Tlustration of the Analysis Procedures
Fr i minar (See p109)

This was a French Literature seminar, in which one member of staff and seven second-year
undergraduate students participated. The duration of time analysed is approximately
thirty-five minutes. From the first section of information displayed, the time lapse diagram,
we have a detailed record of which of the seven activities on the schedule is taking place
during each three-second interval of the seminar. Thus the first twenty entries on the print-
out against the category TL (teacher lectures, explains, narrates etc.) indicate that the
lecturer was carrying out that particular activity for one minute. In this way it is possible to
focus on any specific section of the seminar and explore the types of lecturer talk or student
talk and the interactions between them at that stage.

In the second section, four histograms have been included, one in which the total period the
class is considered, and the others, in which the first, second and third eleven/twelve
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minute periods are considered. The information is presented in both numerical and
diagrammatic form. This information permits the researcher to compare the relative
amounts of each given activity, which occurs in the class. For example, in this seminar the
total percentage of lecturer talk was 65% compared with 28% student talk. It is interesting
to note also the variations in these percentages during different sections of the seminar g
in the first eleven minutes there was a total of 72% lecturer talk and 21% student talk (with
only 1% of the student talk being volunteered comment), whereas in the second eleven
minute section the percentage of lecturer talk decreases to 52% and the student
contribution increases to 40% (with a large percentage increase in student volunteered
comment). In the final period considered lecturer input jumps once again to 69% but of
the 24% student input, the volunteered talk of 17% has now superseded considerably the
amount of student response initiated by the lecturer.

The third part of the computer analysis consists of two composite histograms. Here the
percentage amounts of three selected categories during each three-minute interval of the
class con be compared in both numerical and diagrammatic form. In these two composite
histograms the categories chosen for comparison were firstly the teaching talk categories
and secondly the categories of student talk and silence. Here comparative amounts of talk
are illustrated ie between the 6th and 9th minute for 90% of the time he was questioning,
whereas between the 21st and 24th minute 20% of the time was devoted to lecturer
response to student comment and only 28% to lecturing or explaining. Any three
categories can be selected and compared in this way.

The final section of the print-out deals with transition and switch matrices. In the first table
(transition matrix) the transition at the end of each 3 second interval is plotted, whether it
be to a further 3 seconds of the same activity or to a different category. For example, it can
be seen here that the most common transition by far was from TL to TL (318 transitions)
and the second most common was from SR to SR (99 transitions). The virtue of the switch
matrix (second table) is that it eliminates transitions to the same activity and plots only
switches from one category to a different one. Attention is focused more readily onto
changes of activity. In this seminar the most common switches of activity were from TQ
into SR (24) and from SR into TR (15). These are predictably common transitions, in that
it would be expected that questions from the lecturer would stimulate answers from the
students followd by feedback from the lecturer. The silence (S) category is an interesting
one. From the transition matrix it can be seen that some more prolonged silences occurred
bere, since the most common transition was from silence into silence (11). The most
frequent switches into silence were from TQ and SR (6 and 5 respectively). Although this
analysis does not permit one to say whether or not the silences were productive, it would be
enlightening for a further study to go back to the video- or audio-tape here to explore
whether these silences were constructive or otherwise, ic whether the students and lecturer
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were thinking carefully about formulating a response during these silences or whether they
were completely confused and baffled by the comment just made, and waiting to be

rescued.

The Produyction Engineering Class (See p119)

This is a contrasting small group teaching example, since it is:-
a) from the area of Applied Science:

b) made up of 15 students, who are

<) in their first year of study,

d) conducted by a student chairman,

e) organised by two staff participants.

The computer print-out is arranged in the some format as that outlined in the above

commentary on the French seminar. Similar analyses of the categories, activities,

transitions and interaction patterns can be made, and, in addition, comparisons between

those aspects of the two classes.
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FRENCH STUDIES SEMINAR

Subject: French (Literature)
No. of students: 7
No. of staff: 1
Year of students: 2
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ENGINEERING SEMINAR

Subject: Production Engineering
No. of students: 15

No. of staff: 2

Year of students: 1
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2) Analysis of the Talk in Twenty Groups

Twenty teaching groups were analysed in detail by
Chapter Three and illustrated in the preceding section of this chapter. In this way the
lecturer talk and student talk in classes drawn from six Faculties were measured and the
patterns of interaction between students and lecturers, and between students and students

identified. The Faculties were represented as follows:

Arts Classes .

Education Classes -

Medicine Classes -

Pure Science Classes -

ien 1 S -

Mechanical Engineering
Production Engineering*
Production Management

French (Literature)
German (Language)
German (Literature)
History

Spanish (Literature)

Education Theory*
Education Method (Russian)

Human Morphology
Physiology (Case Studies)
Physiology (Presentations)

Physics
Physics (Electronics)
Zoology

Applied Social Science
Industrial Economics

* denotes classes which were video-recorded on two occasions.

The smallest group to be video-recorded and analysed had three participants - one lecturer
and two students; and the largest group contained seventeen participants, including one
lecturer. A variety of Undergraduate Years of students were sampled - from Year One to
Year Four, and groups of Postgraduates in Education were included. Three of the classes

in the sample were led by two lecturers rather than one. All classes had a lecturer - there
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were no tutorless groups in the sample. The lecturers ranged in status from newly
appointed through to Professor.

The following two tables (Table 6.1 and Table 6.2) represent the findings of amounts of talk
after the interaction analysis and computer analysis of the data. In Table 6.1 the
information given is - the subject areas in alphabetical order, the numbers in the group
(with student numbers first, followed by staff numbers), the percentage of the total class
time spent in lecturer explanation and narration, the percentage of lecturer questioning and
the percentage of lecturer responding to student comment. Also added in this table is the
percentage amount of unclassifiable activity (as explained in Chapter Three and Appendix
Three) and finally the fotal percentage of lecturer talk during the session.

Table 6.2 gives the subject area, the year of the students, the percentage amount of student
responses to lecturer comment, the percentage amount of student volunteered talk (as
defined in Chapter Three and Appendix Three). The final two columns register the
percentage of silence during the class and the total percentage of student verbal

contribution.

Observations and Commentary

[1] Students do not participate greatly in small groups. Lecturers talk for much of
the time.

An examination of the total amounts of lecturer and student talk across the groups reveals
that in only six of the classes did the students involve themselves verbally for more than
50% of the total teaching time of the class. These six classes represent only four groups,
since two of the classes were the two which were video-recorded twice, in order to sample
the consistency of the teaching and the findings. The averages of total lecturer talk and
student talk across the twenty groups are:

60.55%
33.25%

Average of total lecturer talk
Average of total student talk

In only 22% of the sample groups did students talk for more than half the time. Studies of
classroom behaviour at primary and secondary levels of education have shown that teachers
talk on average for over 60% of the class time. Resnick (1972) observed teaching
behaviour in primary classrooms and found that the teachers contributed two thirds of the
classroom talk. Flanders (1970), in his observation work in secondary classrooms also
found an average percentage of teacher input exceeding 60%. It is perbaps even more
questionable that an average total percentage of approximately 61% of lecturer talk should



Group

*3

*4

10

11

14

*16
*17
18

19

* denotes classes video-recorded twice.

TABLE 6.1

Lecturer Talk in Twenty Classes

Subject Area

Applied Social Science
Education (Method)
Education (Theory)
Education (Theory)
French (Literature)
German (Language)
German (Lilcratufe)
History

Human Morphology
Industrial Economics
Mechanical Engineering
Physics

Physics (Electronics)
Physiology (Case Studies)
Phsiology (Presentations)
Production Engineering
Production Engineering
Production Management
Spanish (Literature)

Zoology

Numbers
7+1
4+1
7+1
9+1
7+1
16 +1
11+1
2+1
4+1
3+1
4+1
3+1
4+1
6+1
8+1
9+2
10 + 2
15+2
6+1

4+1

TL
52%
6%
%

14%
49%
38%
37%
62%
68%
2%
7%
21%
46%
19%
18%
22%
30%
29%
57%

49%

TQ TR X

11%
6%
2%
2%
1%
18%
4%
1%
6%
14%
3%
6 %
12%
13%
14%
14%
%
2%
10%

13%

17%
6%
21%
14%
9%
14%
10%
11%
10%
15%
5%
6%
3%
28%
26%
10%
11%
3%
8%

5%

1%
1%
3%
2%
3%
3%
1%
1%
1%
0%
4%
3%
12%
2%
1%
2%
1%
7%
1%

0%

Total TT

80%

88%

30%

30%

65%

70%

2%

74%

84%

%

85%

33%

61%

60%

8%

46%

48%

34%

75%

67%



Group

*3

*4

10

11

14

*16
*17
18

19

* denotes classes video-recorded twice.

Subject Area

Applied Social Science
Education (Method)
Education (Theory)
Education (Theory)
French (Literature)
German (Language)
German (Literature)
History

Human Morphology
Industrial Economics
Mechanical Engineering
Physics

Physics (Electronics)
Physiology (Case Study)
Physiology (Presentations)
Production Engineering
Production Engineering
Production Management
Spanish (Literature)

Zoology

ent Talk in

TABLE 6.2

Twen

Year
First
Postgrad.
Postgrad.
Postgrad.
Second
First
Third
Third
Second
Second
Second
Third
First
First
First
Third
Third
First
First

First

lasses

SR
9%
5%
4%
1%
18%
14%
1%
1%
5%
18%
2%
8%
11%
11%
10%
20%
14%
1%
%
9%

Y
3%
3%
60%
61%
10%
1%
35%
22%
9%
1%
8%
52%
14%
2%
27%
31%
36%
56%
6%

21%

S
8%
4%
3%
1%
4%
11%
5%
2%
2%
4%
1%
3%
2%
4%
4%
1%
1%
2%
10%

3%

Total ST
12%
8%
64%
68%
28%
15%
42%
23%
14%
25%
10%
60%
25%
34%
37%
51%
0%
57%
13%

30%



be found in higher education in a teaching medium which is expressly devoted to the
enabling of student participation.

[2] Variations in total amounts of student and lecturer talk show no relationship to
the academic disciplines represented.

As indicated in Figure 4.2 in Chapter Four assumptions are made about teaching styles
within academic disciplines. The results of the analysis of talk across these twenty groups
underline the falseness of those assumptions. The most striking examples to illustrate this
are within the areas of Engineering, traditionally perceived as an area of much didactic
teaching and the field of Education, a Social Science subject, where a more participative
and collaborative mode might be expected. An examination of Tables 6.1 and 6.2 indicates
that those two areas give us examples of both the most and the least amounts of lecturer
input. The Education (Theory) class (video-recorded twice) has on each occasion 30% of
total lecturer talk whereas the other Education class has the largest amount of lecturer talk
in the whole sample - 88%. Similarly in Engineering, the Production Management class
has 34% lecturer talk (the second lowest amount in the sample) and by contrast the
Mechanical Engineering group has the second highest amount of lecturer input with 85%.

In this study of small group teaching there appears to be no correlation between subject

area and teaching style.
[3] Lecturers do lecture, explain, narrate more than any other single activity in the
groups.

In Chapter Four the aims and expectations of lecturers in small groups were presented and
analysed. This analysis revealed their primary aims of clarification, identification of
difficulties and encouragement of student involvement in learning. When the nature of
lecturer input to the twenty classes within the sample is examined closely, it becomes
cvident that there is a gap between intentions and practice, and/or possibly between the
perceptions and the actuality of that practice. Were the lecturers intent in the classes on
clarifying, identifying and enabling, high percentages of the lecturer talk would be
anticipated under TQ (lecturer questions) and TR (lecturer responds to students questions
or comments). In fact, the average percentages of lecturer talk across the twenty groups
break down as follows:

TL = 41%
TQ = 8%
TR = 12%



There will be times in seminars and tutorials, when the lecturer identifies a problem area or
a lacuna in the students’ knowledge, which requires an explanation - sometimes an
extended one. It would be expected, however, in participative small group work, which is
the intended nature of these twenty classes, according to the outlined aims of the lecturers,
that much of such necessary explanation would be initiated by a student enquiry or
comment, and would, therefore, be identified by the analysis procedures used, as TR. The
above percentages patently indicate that this is often not the case. Similarly a higher
percentage of TQ might be expected, if lecturers were seeking either to find areas in need
of clarification or to involve the students in discussion. This is also not the case according
to the figures above. The amount of TQ is very low, at an average of 8% of the total
activity of the classes. Since lecturer questioning was also emphasised by the students in
their comments referred to in Chapter Five, as a problem area, this category will be
examined in some detail in the next section. The categories of TL and TR will be focused
on here.

In all but four of the groups listed in Table 6.1 the lecturer talk is predominantly lecturing
and explaining. The differential input can be as high as the following:

Group 2 Total TT = 88%
of that TL = 76%

TQ = 6%

TR = 6%

Group 11 Total TT = 85%
of that TL = T%

TQ = 3%

TR = 5%

From these figures it can be seen that the predominant activity in the classes is lecturing,
although both classes are small, ecach containing four students and one lecturer. In other
groups the differential between amounts of explanation and of questioning and response is
considerable, if not as great as those illustrated above.

Four of the groups are noteworthy since they contain either more TR than TL or the same.

Two of these classes are the same Education group recorded twice.

Group 3 Total TT = 30%
of that TL = 7%

TQ = 2%

TR = 21%



Group 4 Total TT 0%
of that TL = 14%

TQ = 2%

TR = 14%

In both samples of the above group in session the lecturer input remains constant, but the
nature of that talk varies. The amount of questioning stays the same in both but the
lecturer response in the first example is threefold that of narration and explanation,
whereas the two categories are exactly the same in the second. However, the crucial point
to emphasise is that, compared with the majority of the other classes in the sample of
twenty, the lecturing and explaining category is relatively very low and is outweighed by the
response category.

Equally striking in this context are Groups 14 and 15. Both are first year classes in
Physiology and are conducted by lecturers, who work in close collaboration with each other.
This point has been noted already in Chapter Four. Although the total amounts of lecturer
talk in both groups are not significantly low, the nature of the talk in each is particularly
significant when compared with the other groups.

roup 14 Total TT 60%
of that TL = 19%
TQ = 13%
TR = 2%
Group 15 Total TT 58%
of that TL = 18%
TQ = 14%
TR = 20%
The noteworthy features of the above are:
a) the remarkable similarity in percentages across the categories.
b) the comparative amount of TR in relationship to TL.
c) the relatively low percentage of TL to the total amount of TT.

If the categories TQ and TR are added together for the two Physiology groups we get the
comparative figures of:

TQ + TR = 41%; TL = 19% in Group 14
TQ + TR = 40%; TL = 18% in Group 15
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In both cases TL makes up less than 20% of the total activity of the session, which are the
third and fourth lowest amounts of this category of activity within the sample. Only one
other group has a lower amount of explanation and lecture than these two. These two
lecturers then are evidently achieving the stated aims in Chapter Four of clarification,
identification and facilitation by acting primarily in response to students and by involving
them through a relatively high percentage of questioning compared with their colleagues in
the other classes in the sample. Only one other group in the sample has a higher
percentage of time devoted to questioning.

The above four groups are then anomalies in a pattern across the sample of lecturer talk
being dominated by the activity of lecturing and explaining. Despite the stated aims to the
contrary and despite the small numbers within the classes, the prevalent activity is one
which could equally occur with ten times the number in the classroom and would, in that

case, be far more cost-effective.

[4] There is little lecturer questioning, and of that only 20% elicits analysis or

evaluation.

The detailed analysis of the nature and patterns of talk in the twenty groups revealed a very
low percentage, 8%, of time spent in lecturer questioning. Two of the major stated
objectives on the lecturers’ comment sheets were those of enabling student participation
and the identification of individual students’ learning gaps. These might lead one to expect
a higher level of questioning than actually occurred. The unexpectedly low amount of
questions provoked the interest of the researcher to identify more closely the nature of that
questioning in a sample of eight of the classes. The students had also highlighted
questioning as a problematical area in their comments on small group teaching, which
pointed to a further need for the analysis of a sample of questions. The following eight
classes were selected for detailed examination of all the questions within the teaching
session with the use of the schedule described in Chapter Three and included as Appendix

Six.
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Group Amount of TO  Subject Arca Year

Group 1 11% Applied Social Science 1st Year
Group 2 6% Education (Method) Postgrad.
Group § 7% French (Literature) 2nd Year
Group 6 18% German (Language) 1st Year
Group 13 12% Physics (Electronics) 1st Year
Group 14 13% Physiology (Case Studies) 1st Year
Group 16 14% Production Engineering 3rd Year
Group 19 10% Spanish (Literature) 1st Year

The criteria for the selection of these eight groups for detailed analysis of their questions

were:

(a) to provide a range of academic disciplines in the sample.

(b) to review proportibnatcly more Arts subject classes, particularly literature, since
this area might present a higher number of questions forcing interpretation and
analysis.

(c) to sample questioning across the year groupings ie first, second, third and
postgraduate students were represented.

d within the above criteria, to examine closely those groups with a comparatively

high amount of TQ.

The first point to note is that the percentages of lecturer questioning are low compared
with other categories of activity. The nature of the questions were then considered in close
detail using the schedule (Appendix Six) and the accompanying explanation of it (in
Chapter Three). A categorisation of each of the lecturer questions posed in all of the eight
selected groups revealed the following average percentages of the six categories of

questions.
Question Type Average Percentage
Administrative /Socialising 17%
Information Recall 27%
Speculative 10%
Problem Solving 4%
Analytical /Evaluative 20%
Probe 2%
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When we take into account the nature of the sample, which includes a disproportionately
high amount of questions from Arts/Literature areas, the average percentage of questions
eliciting analysis and evaluation is surprisingly low. According to this sample the questions
posed in small groups in only 20% of cases cause the students to analyse and/or evaluate a
situation, event, problem or issue. There was variation across the examples in the sample.
The variations for Category Five (Analytical/Evaluative) were as follows:

Group Subject Area f Fiv
Group 1 Applied Social Science 23%
Group 2 Education 25%
Group § French 37%
Group 6 German 10%
Group 13 Physics 3%
Group 14 Physiology 10%
Group 16 Production Engineering 11%
Group 19 Spanish 2%

From the above variations it can be seen that comparatively high levels of Category Five
questions were to be found in the Literature classes and the Education and Social Science
groups. The subject areas, which fell below the calculated mean of 20% were the Science
areas of Physics, Physiology and Production Engineering and the Language class in
German.

By contrast the amounts of information recall questions (Category Two) across the selected
groups are significantly higher.

Group Subject Area tegory Two
Group 1 Applied Social Science 41%
Group 2 Education 15%
Group 5 French 41%
Group 6 German 32%
Group 13 Physics 31%
Group 14 Physiology 35%
Group 16 Production Engineering 17%
Group 19 Spanish 2%

The recall of information by the students is clicited by approximately one third or more of
the lecturer questions in five of the eight groups. Two of the classes, which had relatively
high percentages of Category Five questions - Applied Social Science and French



Literature - also contained an even higher level of Category Two types, both at 41%. The
German Language, Physics and Physiology classes, which presented low amounts of
Category Five, presented correspondingly high amounts of Category Two questions. The
three remaining groups had lower amounts of information recall questions, but the
percentages are not nearly so low as those recorded for the smallest levels of
analytical/evaluative questions, presented in the previous table concerning Category Five
questions. The average amount of Category Two questions across the eight groups was
27%, significantly higher than the recorded amount for any other category of question type.
Questions which require application of the information recalled either by encouraging
speculation in the light of that data or problem-solving by using, it had a relatively low total
count across the classes sampled. The average percentages of speculative and problem-
solving questions were 10% and 4% respectively. The only significant amounts of problem-
solving (Category Four) questions were to be found in the German Language group and
the Physics group, which had respective totals of 14% and 15%. The amounts in the other
six groups of this category were negligible, if any. Of the Category Three questions (those
eliciting a speculative response), most were evident in four of the groups as follows:
Applied Social Science contained 18%, Education 23%, Physiology 9% and Production
Engineering 24%. The other four groups again had either negligible or no Category Three
questions. Whereas it was predictable that the Category Four questions (problem-solving)
might fall in the two most clearly problem oriented classes (ie the Physics (Electronics)
class concerned a large amount of equation solving and the German Language class was a
translation session involving the solution of language problems), the incidence of Category
Three questions appears to follow no anticipated or assumed pattern.

The two other remaining categories of questions - One and Six - presented unexpectedly
and surprisingly high average amounts. The average percentage of
administrative /socialising questions was 17% and probe questions amounted to an average
of 21%, the second largest average in the sample. With reference to Category One
questions, lecturers in this sample spent more time engaged in procedural and social
questioning than they did in questions designed to lead students to apply the knowledge
they had gained either in speculation or in problem-solving; and almost as much time was
spent in Category One questioning as was given to eliciting analysis and evaluation. The

relative average percentages of the above-mentioned categories across the sample were as

follows:
Category One (Administrativc/Socialising.) 17%
Total of Categories (Speculative /Problem-Solving)
Three and Four . 14%
Category Five (Analytical /Evaluative) 20%
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Finally, by far the most striking and interesting category of question was Category Six, the
probe question. As indicated in Chapter Three these were additional questions to the
lecturers initial one and could be located along a spectrum from simple repetition of the
initial question because of lack of or incorrect student response, through modification of
that question for the same reasons, to a different question following on from the original
one and forcing the students to explore further their knowledge and ideas, to extend their
response. This category of question was the second most prevalent type in the sample,
second only to information recall questions.

"To know how to put a good question is to have gone a long way towards
becoming a skilful and efficient instructor.”

So wrote Fitch as long ago as 1881. The students in their responses on the comment sheets
identified questioning as an area for improvement in lecturers’ skills. The prominence of
Category Six questions in this survey indicates the need for practice and improvement in
questioning technique. Although in some cases in the sample, notably the Physiology
seminar, probe questions were used skilfully to encourage deep exploration and
consideration by the students, their high incidence indicates largely ineffective, inadequately
worded initial questions, which needed repetition or clarification. Commonplace also were
questions, which by their very wording elicited either "Yes" or "No" as a response, and
required therefore subsequent questioning. Closed questions of all varieties, including
"Yes/No", single word or phrase responses etc. were much more frequent than more open
questions requiring thought and some initiative in the response. The incidence of Category

Six questions, ie largely repeat questions was comparatively high across the total sample as

follows:
Group Subject Area Category Six
Group 1 Applied Social Science 14%
Group 2 Education 2%
Group 5 French 19%
Group 6 German 31%
Group 13 Physics 16%
Group 14 Physiology 3%
Group 16 Production Engincering 31%
Group 19 Spanish 12%



There is no doubt that Category Six, probing qQuestions, are of great value, if used in the
way demonstrated in the following extract from the Physiology seminar.

"We've had quite a bit of stuff so far - an t i
( o ybody got any questions?

Well,. I w?nt to know why is he barely conscious? I mean what is actually
making him so? Is it lack of axygen to his brain that’s doing that? (Student)

Well - what’s critical about the systolic pressure of 60 mm of mercury?
(Lecturer) “1’)’-

(Short silence)

Why do you think I picked that? (Lecturer)

(Short silence)

Is there a significant difference between 55 and 657 (Lecturer)
Is one virtually dead? (Student)

Virtually dead is a term I don’t think we’d like to use. There’s an element
of defeatism in it! Alright why? (Lecturer)

Is it non-perfusion of the vital organs. (Student)
Which vital organs? (Lecturer)
The brain, I think. (Student)

Yes, that’s right ... (summary of point). (Lecturer)."

The above sequence of questions is interesting in that it begins with an open question
designed to give students an opportunity to clarify their understanding. At this point the
student comes in very quickly to check out her understanding and poses her particular
problem with the case. Instead of responding with an explanation, the lecturer adds
another question and continues with this questioning progression until the students
themselves have arrived at the correct understanding by being forced through particular
thought processes. They are thus actively involved in thinking their way through the
problem and arriving at the conclusion, which the lecturer then succinctly summarises. By
this technique of questioning and method of active learning the understanding of the
students is more likely to be developed rather than the mere transmission of information,
which might otherwise be forgotten. The one redundant question in an otherwise effective
series of probe questions is the third one - "Why do you think I picked that?" That one
might have more appropriately been bye-passed, but the lecturer very quickly moved on to
a more productive re-formulation of it.
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The above analysis of probe questioning technique reveals an appropriate and valuable use
of probe questions - a succession of different questions in a logical progression. Within the
sample such examples of probing were rare. A probe question was most commonly a
repeat or reformulation of an initial confusingly or narrowly presented question. The data
does suggest, along with the students own comments that there is room for improvement
and practice by lecturers in this important skill area, most particularly in the following
areas:

(a) the formulation and presentation of questions, to make them more open,
understandable and encouraging,

®) the effective use of probe questions, to force deeper thought and active learning.

(o) higher amounts of questions, which encourage application of recalled

information, and analysis and evaluation of ideas and issues.

Thus far in this chapter the observations, commentary and analysis of the data in Tables 6.1
and 6.2 has focused on the amounts and types of lecturer talk. The detailed consideration
of student talk is contained in the next chapter, when those groups are examined in depth,
which exhibited comparatively large amounts of student input. Before that there are two

further observations to be made of a general nature about the data.
[5] Size of group does not relate to the talk patterns in any significant way.
As previously explained the groups in this sample ranged in size between three and

seventeen, including the lecturers. In the table below two of the smallest groups and two of

the largest groups are compared as examples.

Group  Subject Number IT ST
12 Physics 4 33% 60%
2 Education 5 88% 8%
18 Production Management 17 34% 57%
6 German 17 70% 15%

Above are samples of four groups drawn from the Arts, Sciences (Applied and Pure) and
Social Sciences, compared and contrasted in pairs to illustrate that within very small and
within large groups variations in amount of lecturer and student talk are considerable. In
addition, it is interesting to notc that in these two pairs the Arts and Social Science
(Education) subjects have the small amounts of student talk and the two Science groups,
Pure and Applied, have the greater input from students. Also noteworthy is the fact that
within each pair the groups were composed of a similar level (ic Year Group) of students.
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The second pair - Production Management and German - contained first-year students and
the first pair - Physics and Education - consisted of third year students in Physics and
postgraduate students in Education. Despite the similarity of level and experience of
students the contrast in talk patterns is considerable between the groups.

[6] There is a correlation between amount of student talk and level (Year Group)
and experience of the students.

The Education group illustrated in the previous section was one of the only two advanced
(ie third year or beyond) groups, in which the amount of student talk fell below 50% of the
total seminar activities. Of the sample of twenty groups, cight were drawn from the levels
of final year or postgraduate. As can be seen from the Tables these eight groups were
drawn from the Applied Sciences, the Arts, Education and Pure Science, and consisted of

classes in:

Education (Method)
(2) Education (Theory)
German (Literature)
History
Physics
2 Production Engineering

Of these eight classes, five of them were drawn from that group of six classes within the
sample, in which the amount of lecturer talk was very low. These were the classes in
Education (Theory), Physics and Production Engineering. In the class in German
(Literature), although the lecturer input did exceed 50% (ie amounted to 52%), the
students did participate comparatively more than in other groups. As indicated in section
[1] above, the average amount of student talk per class across the sample was 33.25%,
whereas the amount in this third year German (Literature) class was 8.75% above that
mean at 42%. Therefore, the only two third-year classes which had relatively low student
input within the sample were the ones in Education (Method) and History.

There is a notable increase in the amount of student talk in groups drawn from the final
year and postgraduate courses compared with that in the first and second years. From
Table 6.2 it can be scen that the average amount of student input across the twelve groups
consisting of first and second year students was 25%. Compared with that the average level
of student talk in the other eight groups amounted to the considerably higher percentage of

45.75%.
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3) m f rvati
The following have been then the principal observations drawn from the analysis:

i) Students do not participate greatly in small groups. Lecturers talk for much of
the time;
ii) Variations in total amounts of student and lecturer talk show no relationship to

the academic disciplines respresented;
iii) Lecturers do lecture, explain, narrate more than any other single activity in the

groups;

iv) There is very little lecturer questioning, and of that only 20% elicits analysis or
evaluation;

V) Size of group does not relate to the talk patterns in any significant way;

vi) There is a correlation between amount of student talk and level (Year Group)

and experience of the students.

In Chapter Five, students’ estimates of their contact time spent in small groups indicated an
increase in their experience of small group work in their third year, which might account for
an increase in confidence in themselves or in their knowledge of the subject, which enables
them to contribute and participate more readily. It could also be the case that lecturers
expect a higher level of contribution from final year and postgraduate students, and so one
of higher education’s many self-fulfilling prophecies is being witnessed here. A further
explanation might be that the imminent degree examinations or certificate qualifications
exact a pressure on students to ask questions and to fill the gaps in their knowledge. The
above reasons are speculative and the data does not permit a determination of the precise
cause of the increase at this level in student participation. Another explanation may be that
it is the teaching style of the lecturers and/or the particular methodologies chosen for these
groups which is influential in involving the students more. In the following chapter the six
classes with a comparatively high level of student contribution are analysed in detail, in
order that the naturc of that contribution and possible reasons for it, might be explored
more fully. Given the lecturers’ expressed aims and expectations in Chapter Four, it is in
the interests of the improvement of tcaching and learning in small groups in higher
cducation, that the ways of involving students more fully in the learning process be
identified. Through this identification it might then be possible to extend higher levels of
student participation to first and sccond year classes. In this way the student, whose quoted
words formed the introduction to this chapter, and his counterparts in subsequent years
might be prevented from suffering the same sense of disillusionment about a teaching

activity, which they anticipate with optimism and enthusiasm.
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CHAPTER SEVEN

A DETAILED EXAMINATION OF THE NATURE AND PATTERN OF
STUDENT TALK IN THE SAMPLE

Intr ion

"The only privilege a student had that was worth his claiming, was that of
talking to the professor, and the professor was bound to encourage it. His
only difficulty on that side was to get them to talk at all. He had to devise
schemes to find what they were thinking about, and induce them to risk
criticism from their fellows.”

(The Education of Henry Adams)

The difficulty, alluded to above, which the professor had, is clearly reflected in our sampling
of the talk on small group teaching. Table 6.2 demonstrates this difficulty by indicating less
then 50% of student talk in fourteen out of the twenty classes in the sample. Of these
fourteen, nine groups contained 25% or less of student contribution, and the remaining five
ranged between 28% and 42%. It is intended in this chapter to focus primarily on the other

six classes, which represent four groups, since two groups were video-recorded twice.

Analysis of Table 6.2 - Student Talk in the Twenty Groups

Firstly, however, Table 6.2, which gives a breakdown of the amounts of student response
talk and student volunteering, will be examined more closely. If the average across the
sample of twenty groups of each type of talk, is calculated, the results indicate a

predominance of student volunteered talk.

Average percentage SR = 9%
Average percentage SV = 24%
Average total of ST = 33%

These averages would appear to indicate that, despite the low total average of student input
across the groups, the largest part of that talk is actually initiated by students, rather than
consisting merely of students’ responses to lecturers’ enquiries. When the total table is
examined, however, we can scc clearly that this average SV of 24% does not reflect a
consistent pattern of predominant volunteered student talk throughout the sample. The
high differential between the average SV and SR totals is attributable to comparatively very
large amounts of SV talk in four of the groups, each of which contains over 50% of SV talk

alone and exceptionally little SR talk.
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3 Education 60%
4 Education 61%
12 Physics 52%
18 Production Management 56%

A more detailed analysis of the nature of this SV input follows in the case studies of those
groups.

Of the remaining classes in the sample, six contain a higher amount of SR than SV and ten
have more SV than SR. In many cases, however, as can be seen from Table 6.2 the
percentages are either so similar in each category or the total student talk so low in any
case, as to make the differences of negligible significance. Other groups with a

proportionately high amount of SV, let us say circa one quarter of the class or more are the

following:

Group Subject Area SV Total %
7 German (Literature) 35%
14 Physiology 23%
15 Physiology 27%
16 Production Engineering 31%
17 Production Engineering 36%

With the exception of the Physiology groups the above five groups are made up of final year
students; and in the previous list all but one of the groups - the Production Management
group - consisted either of third year students or postgraduate. Thus one identifiable
variable associated with increased student volunteered talk is the age and experience level

of the students. However, we still have our three first year groups:

Group 14 Physiology
Group 15 Physiology
Group 18 Production Management

all with comparatively high student input scores. There must be other aspects of those
groups and their processes, which contribute to these results.

1) The Significance of Preparation
In the quotation at the beginning of this chapter, the writer alluded in the second part of it

to the professor "devising schemes to find out what they were thinking about.” When we
look at the schemes devised or in other words the methodologies used within the nine
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groups identified in the above two lists, one significant and striking feature about them all is
that, in contrast to all the other eleven groups, these classes did have methodologies, which
had been clearly defined with for the students beforehand. All nine classes had previously
determined the structure and had been prepared for by either one or more of the students.
When the other eleven groups are closely scrutinised it becomes apparent that not one of
them had required student preparation or had any clearly enunciated structure. The eleven
groups with the lowest amount of SV talk fell into the following categories:

() Follow-up classes to lectures, where students were expected to raise difficulties
and clarify their understanding of topics. All examples from the sample in this
category were unstructured and unprepared.

(i) Classes, when students were working with lectures on problems, mathematical,
statistical or otherwise. Again these were all carried out without any previously

identified structure or preparation.

(iii) Groups concerned with working from texts - historical, literary and language
(translation) texts. In the case of the literary and language texts, the material was
handed out for the first time at the session recorded. The historical textual study
class was based on a longer text, of which the students had their own copies.
They might have prepared for it, but that would have been at their discretion. No
structured preparation or input for the class had been defined.

To return to the nine classes with higher SV talk, each one had a clear and previously
determined structure, although in each case the lecturers had been responsible for its
determination. The students had known exactly what they had been expected to prepare
well in advance. They varied from the traditional seminar paper structure to the more
progressive methodology of role-play as follows:

Group Subject Arca , Structure

3 Education (Theory) On cach of the two occasions this
group was recorded, four of its
members had been asked to prepare
short inputs of circa 10 minutes.

L S )

4 Education (Theory)

7 German (Literature) Traditional seminar. One person
presenting paper.
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12 Physics Traditional seminar. One person
presenting a paper.

14 Physiology Three case studies prepared by three
students and presented to the rest

15 Physiology Presentations, when two students

were presenting formally the results of
an experiment to the rest.

16 Production Engineering Role-play involving all the students in
the group in prepared roles.

17 Production Engineering Role-play involving all the students in
the group in prepared roles.

18 Production Management Role-play involving all the students in

the group. The roles were not
prepared  beforehand, but the
structure of the session had been
explained in detail the week before.

2) The Effect of Methodology and Structure
Amongst the groups identified with a relatively high level of SV talk two features have thus

far been isolated: the state of preparedness and the study experience of students. If we
focus on the latter of those two features, it can be seen that, although the majority of the
groups with a greater amount of student talk (and within that a comparatively high
proportion of volunteered input) consist of final year or postgraduate students, three of the
classes are drawn from the first year, ic the two Physiology groups and the one in
Production Management. A comparison of the processes within these three first year
groups and the other first year classes within the sample reveals firstly that preparation had
been required of the students in these three groups only, but secondly and equally
interestingly that the teaching methodologies used within these three classes were unusual
within the sample and in each case very carefully and systematically structured. In the case
of the Production Management class, which contained 56% SV talk and 1% SR talk, the
session took the form of a role-play, ie structured active involvement of all the students in a
management task. The two Physiology groups met also with specific pre-prepared tasks.
Group 14’s class consisted of three students discussing previously analysed case studies of
patients in Casualty. The intention was then for the rest of the group to discuss the
suggestions concerning diagnosis, prognosis and treatment of the three students. Group
15’s session was organised around two individual presentations of results by two students
to the rest of the group. Once again discussion by the group of the findings presented was

intended.

144



As can be seen from the above descriptions each of the small group sessions had a
distinctive methodology - role-play, case study and presentation - and each a definite
structure, made clear to the students both beforehand and during the class. The fact that
these three groups stand in contrast in the amounts of student talk to the other first year
classes within the sample appears to indicate that clarity of methodology and structure in
the minds of all participants - lecturers and students alike - is a factor in enabling students
to be more involved in the group processes and thereby in their own learning development.
It is evidently possible then for lecturers to facilitate increased participation by students and
consequently more co-operative learning, if they do carefully devise schemes as suggested in
the beginning quotation to this chapter and as evidenced by the methods used by the
lecturers in the three classes in Physiology and Production Management, who increased the
amount of student input in their sessions from an average of 25% for first and second year

students across the sample to 34%, 37% and 57% respectively.

3) Collaboration in the Preparation and Execution of Teaching

In Chapters Four and Five the aim of collaborative learning in small groups was alluded to
by only very few of the lecturer and student respondents to the comment sheets.
Collaboration in the teaching processes did form one of the identifiable features of those
few classes which had a comparatively high level of student participation. On close
consideration of the nine group sessions in which more than one third of the talk was
contributed by students, one further significant characteristic is that most of those were led
by lecturers who were used to collaborating in the teaching process - in the preparatory
stages and/or in the execution of their teaching Indeed three of the small group classes in
the sample were actually taught by two lecturers. It is interesting to note that those three
all fall within the group of classes with large amounts of student talk, ie Groups 16, 17 and
18 in Production Engineering and Production Management.

Further examination of the two classes with the highest amounts of student input (ie the
two video recorded examples of the same Education (Theory) group of postgraduates)
revealed that this group had on other occasions been used to operating with two lecturers.
The lecturer in this case worked in close collaboration with colleagues in all arcas of his
teaching, and team teaching was a regular feature of his work. So, although in the case of
the two examples in our study he was working alone, further observed examples at a later
stage showed shared teaching.

In Chapter Four, the analysis of lecturers’ aims, it has already been indicated that the two
lecturers in Pharmacology and Physiology were used to frequent preparatory and evaluative
discussions about their work. In fact, they had on occasions attended cach others classes
and did work closely with one another. As was stated in connection with the analysis of

their aims, these collaborative processes were reflected in their statements on the

145



comments sheets. If can also be seen from the interaction analysis of the actual practice of
their teaching that there is much similarity of approach.

It can thus be seen that the lecturers involved in seven out of the nine groups with high
percentages of student talk are characterised by an open, analytical and collaborative
approach to their teaching. The only two classes within the group of nine, which did not
exhibit this feature were those in German (Literature) and Physics. When the lecturers in
other groups within the sample were questioned about this aspect, it was found that all
were used to working more in isolation, and there were no comparable examples of team
teaching, joint preparation or shared evaluation and analysis. It is evident then that a third
identifiable feature across the groups with high levels of student participation is lecturer
experience of working collaboratively with one colleague or more in the development of
teaching skills and technique.

4) Interaction between Students in Small Group Teaching

Thus far in this chapter the amounts of student talk and particularly of volunteered talk
have formed the basis of the analysis. It is intended now to focus more closely on the
nature of that student input in the four groups, in whose classes more than 50% of student
talk was achieved. In Chapter Five, which concerned itself with the aims and expectations
of students for their small group learning, much reference was made in student comment to
the possibility of exchange of ideas, student participation and opportunities for interaction
between students and lecturers and between the students themselves. Groups 3, 4, 12, 16,
17 and 18, which represent the work of four groups in the areas of Education, Physics,
Production Engineering and Production Management, will now be considered in some
detail, in order to examine the interaction patterns and the extent to which students do, in
fact, have opportunities to learn through discussion amongst themselves.

By combining information culled from the histograms, the transition matrix and the switch
matrix data, illustrated in the first part of Chapter Six, an analysis of the transitions into and
from student volunteered and student response talk in the above groups indicates the
patterns of interaction in the selected classes. In the two smaller groups with fewer than
ten participants inclusive of lecturers, ie the Education and Physics groups each student
could be readily identified and every student’s SV and SR input was examined, to analyse
the preceding and subsequent activities. In this way it could be scen whether, eg one
dominant student interacted primarily with the lecturer or whether, eg there was significant
student/student interaction. In the two larger groups - the Production Engineering and
Production Management classes - it was more difficult to monitor the contributions of cach
individual student. It could be seen, nonetheless, from the data whether there were specific
students who participated more than others, and between whom the transactions

predominantly took place.
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The detailed analysis of student talk patterns across the four groups revealed that, in two of
them, contributions were spread more evenly across the student participants than in the
other two. In the Education and Production Management classes, all students made some
contribution and no student made significantly more than any other. If Group 3 is taken as
an example of the Education (Theory) group’s practice, the following details give the
amounts of volunteered talk for each student and the percentage of the class, which that

represents.

Nature of SV Talk in Group 3

Student 1 contributed 7 mins. 12 secs. = 11.94% of the class
Student 2 contributed 7 mins. 36 secs. = 12.60% of the class
Student 3 contributed 3 mins. 45 secs. = 6.22% of the class
Student 4 contributed 1 min. 45 secs. = 2.90% of the class
Student 5 contributed 4 mins. 36 secs. = 7.63% of the class
Student 6 contributed 7 mins. 3 secs. = 11 69% of the class
Student 7 contributed 3 mins. 15 secs. = 5.39% of the class

The results of the analysis show:

(a) that most students contributed substantially to the clas discussion,
(b) that there was variation in the amounts of student contribution, but
(c) that all students participated in the discussion.

When we look more closely at what activities precede and follow every SV input of each
student, it is evident that the interaction was predominantly between the students
themselves and not via the lecturer. If Student One’s SV talk is analysed in this way it can
be seen that he made twenty-six inputs of this kind. Of those twenty-six only two were
preceded by lecturer talk, whereas nineteen were preceded by students talk and the other
five by silence. The subsequent transition from Student One’s SV was only four times into
lecturer comment, but nineteen times into student talk by a variety of students and three
times into silence. The SR input in this class forms only 4% of the total time and is again
spread fairly evenly across the students. In this case TQ largely precipitates the responses,
but they are usually followed by student talk.

The class in Production Management displays similar patterns of interaction, which indicate
student interchange of ideas. Once again the student input was very largely SV rather than
SR. Although having fifteen students in the group made it difficult to monitor exactly all
the contributions of cach, intensive viewing of the video-recording revealed no single
dominant student and that all fiftcen made some contribution. An examination of one

student, in particular, shows that of his SV input much more was both preceded and
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followed by student talk then by lecturer talk. Of the minimal amount of SR talk (ie 1% in
all) the majority was prompted by lecturer questioning, but was followed by further student
talk.

It can, therefore, be concluded from the data that these two groups do contain interaction
between the students and their small group learning experience does fulfil the aims and
expectations expressed by students in Chapter Five.

When the other two groups - one in Physics and the other in Production Engineering - are
analysed in detail with specific reference to the student contributions, a different and
contrasting picture emerges. The Physics class took the form of a traditional seminar, for
which one student out of the three had prepared a paper. An analysis of the amount of SV
talk contributed by this one student and of the transitions into and from his SV talk indicate
clearly that

(a) he contributed far more than any of the other two students
(b) the interaction is very largely between him and the lecturer rather than with his
peers.

Of the 52% of SV talk in the seminar this student contributed 48%, whereas Student Two
had 4% of the input in this category and Student Three none at all. Student One’s 48% of
SV was made up of fifty-one inputs, of which thirty-seven were precipitated by lecturer
questioning, eight were preceded by silence or unclassifiable activity and the remainder of
six by comments from another student. Student One’s SV was followed on forty occasions
by lecturer talk, six times by silence and five times only by other student contributions. An
examination of the SR talk also reveals a predominance of input by Student One in
response in every case to questions posed by the teacher. The above results of the analysis
indicate clearly then that the seminar took the form of a dialogue between the teacher and
one student, who had prepared the seminar paper.

Detailed consideration of the two classes in Production Engineering demonstrates that on
both occasions two students showed a tendency to dominate the session. When the SV
input is analysed, which is both times considerably higher than SR contribution, the

comparative amounts of talk by students are as follows.

Nature of SV Talk in Group 16
Student 1 contributed

Student 2 contributed
Total of other 7 students 2 mins. 0 secs. = 3.64% of the class
(ic the average SV contribution of the other seven students = 0.52% of the class).

9 mins. 9 secs. = 16.64% of the class
6 mins. 0 secs. = 10.91% of the class
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Morcover, when the SV comments of Student One are examined, we find that there are
twenty-eight inputs of which nineteen are prompted by lecturer talk, four by silence or
unclassifiable and five only by other student talk. The twenty-eight SV contributions of
Student One lead in twenty-three times to lecturer talk, only four times to student talk and
once to silence. Student Two also interacts predominantly with the lecturers rather than the
students. The other relatively small amount of SV talk (3.64%) by the remaining students
does however, show a majority of transactions between them and Students One and Two,
rather than with the lecturers.

The above analysis of the interaction patterns in Groups 12 and 16 indicates that any
discussion there was was conducted largely via the lecturers and hardly at all between the
students themselves directly. Indeed in the Physics group, the seminar for much of the time
took the form of a dialogue between the student seminar leader and the teacher. These
results demonstrate that in these two groups there was little interchange of ideas between

students and that the expressed aims and expectations of discussion and exchange were not

met.

5) Summary of the Analysis of Student Talk

From the analyses of student contributions across the sample of twenty classes and most
particularly in those four groups with high amounts of student talk the following

conclusions have been reached:

(1] Contrary to their aims and expectations, students do not often interact with
each other in instructional small groups.
Only in two of the groups within the sample of twenty did students make a major

contribution, of which the majority was spent in exchanging ideas with each other.

[2] The age and experience level of students correlates with increased student

participation in small groups.
Of the classes with higher amounts of student talk, the majority consisted of final

year students or postgraduates.

3] Preparation for classes leads to increased student contribution.
In all cases within the sample when students had been required to prepare, a
relatively high amount of student talk was achieved.

[4] Methodology and structure influence the level of student involvement.

Where a specific methodology had been chosen and the structure of the class was
clear to the students the amount of their input increased.
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(5] Where lecturers collaborate in the preparation and execution of teaching, the

small group work has higher amounts of student contribution.
In the majority of classes with comparatively more student talk, the lecturers
involved were practised in working in teams or pairs on their teaching.



CHAPTER EIGHT

AN EXAMINATION OF THE CURRENT CLIMATE AND CONTEXT IN
UNIVERSITIES. ARE THEY CONDUCIVE TO THE IMPROVEMENT
OF TEACHING?

1) The Need for Development of Teaching Skills

"There could have been more ... (interaction between students) ..., but I
think I spoiled it sometimes by interrupting."

This quotation taken from one of the Lecturers’ Comment Sheets (Section Five(f): How
satisfied were you with the amount of interaction between the students themselves?)
identifies one lecturer’s realisation of an area of inadequacy in his small group teaching
technique. For the most part lecturers’ comments in this section, which focused on degree
of satisfaction with student pérticipation, indicated that most of the sample of lecturers felt
between moderately satisfied and well pleased with the amount, nature and quality of
student contribution in the classes recorded for the study. There were very few comments
indeed in that section, which suggested an awareness of dominance or of the paucity of
student input and dirth of interaction between the students themselves.

A subsequent experiment was tried with five of the lecturers, who had taken part in the
project, and the results of that were of considerable interest in connection with lecturers’
awareness and perceptions of their teaching practice. These five lecturers, all drawn from
Arts disciplines, were invited to review and analyse the recording of their class, together
with the participating students, if they wished. Three of the five opted to share the analysis
with the students. In those three cases, therefore, a process of triangulation took place
between researcher, teacher and learners in the critical analysis of the processes. The most
significant outcome of this phase, when stimulated-recall techniques were used by
introducing sections of the video-recording and looking at specific teaching skills, eg
questioning, was the change in the perceptions and the awareness of the lecturers
concerned, about their small group practice and technique. Focusing on particular aspects
in collaboration with their students enabled them to increase their awareness of the need
for refinement and development of certain skills. All of the lecturers in this small sample
of five felt that their perceptions had altered, that their statement of aims prior to the
recording had not been met nearly so fully as they had thought immediately after the class.
Additionally all expressed a desire to use, at regular intervals, the triangulation technique of
analysis of their teaching performance, based on current video-recording of their practice.
The above experiment revealed then, in all five cases, a mismatch in those lecturers’

perceptions of:
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a) what they were aiming to achieve,

b) what they subsequently thought they had achieved,
c) what they later recognised, via detailed collaborative analysis, their performance
had actually been.

A technique, new to these lecturers in higher education had thus been developed, to help
them increase their awareness of the reality of their teaching practices. This staff
development technique proved useful to and popular with those, who had been involved in
the project as long as the momentum of the research and the researcher’s interest and
enthusiasm was maintained. Two of the lecturers invited subsequent recordings and
analyses, and expressed appreciation of the benefits to their teaching.

The various phases of this study of small group teaching documented in previous chapters -
the analysis of aims and expectations of participants, the detailed examination of lecturer
talk and student talk, and the interactions between those, and subsequently the evaluative
analysis of practice by members of five of the groups in the sample - have demonstrated
beyond doubt that there is considerable need for staff development in this specific area of
teaching in groups. Examples of such training needs evidenced by the research are:

(a) development of lecturers’ awareness of the possible mismatch between their
intentions and the actuality of their teaching;

(b) raising of awareness in both students and staff of the peculiar value of small
group work to the learning development of participants;

(c) improvement of specific skills areas eg
@) preparation and planning,
(i) questioning skills,
(iii) use of appropriate methodologies;

(d increasing the awareness of the value of collaboration amongst lecturers in the

teaching process - in its preparation, execution and evaluation.

As previously described, during the course of this research project a technique of
collaborative analysis by stimulated-re-call and triangulation has been developed, which can
be used as a training device to satisfy need (a) above. In order to respond to needs (b) and
(c) the literature exists already as discussed in Chapter Two of this thesis, eg Abercrombie
(1960), Rudduck (1978) and others. With specific reference to need (c) amongst others,
Jaques (1986) in his book and in particular his Chapter Ten *Training Methods and
Activities” and his bibliography, gives many varied and effective examples, which might be
used to develop skills in small group teaching.
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The results of this research have demonstrated the value and effectiveness of encouraging a
collaborative approach to the development of small group teaching strategies.
Dissemination of the findings, which substantiate this, might help in satisfying need (d)
above. Similarly in other areas of teaching, literature and techniques are in existence, eg
Brown (1978) work on lecturing and explaining, and his joint work with Bakhtar (1983) on
styles of lecturing, not to mention the plethora of readily available information on
educational technology. In short, the means are there now to effect change and
development certainly in the teaching areas of visual presentation techniques, lecturing and
small group teaching.

2) Motivation to Develop Teaching

Yet the change and development does NOT take place,
at least not to any significant extent. This research study also provides evidence of that.
Despite previous work and publications in the field of learning development through
discussion, the results of the analyses in Chapters Four, Five, Six and Seven here indicate
either an ignorance of such work and theories, and/or a lack of motivation within most
university academics to use the literature and techniques recommended by educational
researchers, in order to improve their skills. Indeed the latter issue of motivation is the
most crucial, since if this is lacking in individuals, in departments, in individual universities
and in the university system as a whole, there will be no incentive to seek out the literature
and techniques to improve teaching and equally no incentive to employ any that are already
known.

Universities and the university system have so far predominantly paid lip-service only to
previously expressed needs for change and development in the fields of academic staff
improvement of performance. A variety of different models of staff development units
have been instituted across higher education, but largely the provision has been
inadequately resourced in terms of staffing and finance, and under-used by academics.
When an attempt is made by Staff Development Units to provide comprehensive
programmes of training and development, which range over the administrative, research
and teaching aspects of an academic’s job brief, response to those events can provide
interesting data, significant to this discussion. Table 8.1 gives the total academic staff
development programme offered to staff at the University of Sheffield during the academic
year 1985-1986. The attendance numbers provide significant information in the context of
motivation to develop teaching.

The first striking point to note is that all the events under the heading of Rescarch attracted
more than any of those listed under Teaching. (The final Research Workshop, *Supervising
Rescarch Students® was expressly limited to thirty-six participants). A sccond noteworthy
observation is that the Administration/Management training activitics, in the main targeted
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UNIVERSITY OF SHEFFIELD - STAFF DEVELOPMENT OFFICE

TABLE 8.

1

ACADEMIC STAFF DEVELOPMENT ACTIVITIES

(26 in all)
ctober 1985 -
TOPIC
TEACHING
Induction Course

Introduction to Evaluating Teaching
Mature Students in the University
Small Group Teaching - Dentistry
Computer Assisted Learning
Personal Tutoring

Lecturing Skills Workshops
(6 group meetings)
Lecturing Skills Workshop - Dentistry

Laboratory Teaching Workshop

RESEARCH

EEC Research Funding

Funding by Research Councils
Funding by Charitable Organisations
Contract Research

Supervising Research Students

ADMINISTRATION/MANAGEMENT

Familiarisation Course for HoDs
Effective Staff Development (HoDs)
Staff Training and Development

Issues in University Management - Jarratt
Evaluation and Appraisal - Economic Studies
Leading a University Department (3 days)
Leading a University Department (3 days)

(Repeat owing to demand)

m

r 19

From
to

DATE

2-3/10/85
30/10/85

13/11/85

13/11/85

26/11/85

9/12/85

20/1/85
18/2/86

22/1/86
12/2/86

21/1/86
4/2/86
20/2/86
4/3/86
13/5/86

24/10/85
12/11/85
11/12/85
11/2/86
12/3/86
13-15/3/86
16-18/9/86

NUMBERS OF
ATTENDANCE

(6x7)

26

73

52
36

16
57
16
38
26
16
16



at Heads of Departments attracted more participants than those in the Teaching
programmes. The four Management meetings with sixteen participants were again
specifically limited to that number. The course, "Leading a University Department” needed
to be mounted subsequently twice more that year in order to cater for the interest
expressed in response to the original advertising of the first course in March, 1986.

In contrast to this manifestly healthy interest in developing performance in the areas of
rescarch and management/administration, it can be seen from the information in Table 8.1
that enthusiasm for improvement of teaching skills is comparatively lacking. The four
activities under Teaching, which attracted more than ten participants all had special
features. The Induction Course is presented to new lecturers at Sheffield as an activity they
arc obliged by the University to attend. The Lecturing Skills Workshops are a series, which
follow the Induction Programme and pressure is put, via Heads of Departments, upon
recently appointed lecturers to attend one of these group sessions. The two workshops,
designed and conducted particularly for academics within the School of Clinical Dentistry
were organised by the Head of Department, who has a particular interest in staff
development and communicates this frequently and forcefully to his colleagues. It can be
seen from the table that the other events in this section attracted pitifully few participants.
It is worth noting also that coercion, in varying degrees of subtlety, was responsible for the
lifting of numbers at the well-attended Teaching meetings, whereas there was no such
obvious form of institutional pressure at work in recruiting for the activities under Research
and Administration/Management. It might be argued, however, that external pressures
from national bodies such as CVCP (eg The Jarratt Committee findings and
recommendations) and UGC (eg The review of research profiles of individual academic
departments) played a significant part in stimulating the evident interest in management
and research issues.

These examples of attendance at seminars and the above observations on them concerning
coercion, and pressure and other factors lead to the question of how a climate might be
created within a university to cncourage the improvement of performance of academic staff
in all aspects of their work. An exploration of the current climate and of present attitudes
to staff training and development and to the improvement of performance will help us to

assess incentives for staff and motivation within them, to develop themselves in thesc areas.

3) i m nt _Atti demi Devel n
Improvement of Performance

The years 1986 and 1987 have seen two important and unprecedented moves from the

CVCP in connection with staff development. These have been:



(a) the circulation for comment of a draft Code of Practice on Academic Staff
Training (Brown, 1986)

(b) the insistence in salary negotiations with AUT on the introduction of staff
appraisal for academic and related staff (January, 1987).

Surveys across all academic departments of comment on both the above developments
were carried out by the Staff Development Office at The University of Sheffield, in an
attempt to gauge the receptivity and the resistance to these aspects of staff development at
Sheffield. The results of those surveys provide an apt backcloth to the results and
conclusions deriving from this research study of small group teaching. An examination of
the attitudes to training and to the appraisal of performance, both of which are
recommendations arising from this project, will furnish us with a detailed analysis of the
context into which such conclusions and recommendations might be introduced and
consequently the level of motivation currently present amongst staff to act upon them.

In the following sections prior to the conclusion, summaries of the results of the two
surveys are presented. The main points arising are discussed in the concluding section.

Responses to the e of Practice on Academic Trainin

"The University of Sheffield received the CVCP’s Code of Practice with
great interest and has accordingly prepared a thorough and detailed
response. In order to report fully to CVCP, we considered the issue of
academic staff development and the ideas contained in the document
sufficiently important to merit a personal enquiry for comments to all
Deans and Heads of Departments. The format of this response, which
has been prepared by our Staff Training and Development Officer, is as
follows:

1) Comments from the Training Officer containing also some details
of academic staff training provision currently at Sheffield and how
it corresponds to suggestions in the Code of Practice.

2) Positive responses from Deans and Heads of Departments.
3) Points of criticism.

4) Recommendation for consideration by CTUT.

The above quotation from the introduction to Sheffield University’s response to the Code
of Practice gives an indication in its details and comprehensiveness of the commitment to
staff development on the part of the central management - the Vice-Chancellor’s and the
Registrar’s Officc as well as the Staff Development Officer. The nature of the personal
enquiry referred to in the quotation is documented in Appendices Scven and Eight and
discussed in Chapter Three. The letter and the Code of Practice was circulated to Deans
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and Heads of Academic Departments in the University. The time of the exercise was not
the most propitious (ie June/July), yet forty-nine responses out of a possible eighty-eight
were received, which gave a fifty-six per cent reply rate, despite the timing. The replies
were of varying length, detail and tone. The positive comments are summarised here.

itiv f
Every reply contained at least some constructive comment on the CVCP initiative on
academic staff training. The range of positive adjectives and phrases used were as follows:
"excellent; admirable; stimulating; reads very well; highly desirable; important for
increasing awareness; is to be commended and is long overdue.” One feature of the
document which received considerable favourable comment was the emphasis on the
importance of training and development for experienced staff as well as those recently
appointed. Although there were the inevitable queries concerning some of the topics
suggested for experienced staff, eg

"invasion of privacy if tutorials and research supervision sessions were to
be observed; some of the suggestions already happen in an informal way
in departments and formulating them would not necessarily be helpful;
difficulty for small departments to provide suggested training.”

Despite such, the suggestions in Appendix D of the Code were on the whole well-received.
Particularly commended were suggested seminars and courses in the area of research -
both funding and supervision - and leadership/management. It was felt by many that such
professional skills courses as are currently run in Sheffield in the above areas are very
desirable and should be continued and extended. It was also suggested by one respondent
that training for more experienced staff was even more necessary nowadays, since there was
very little influx of new blood into the system to invigorate, stimulate and to question the all
too settled ways of longer serving colleagues.

The recommendations on induction training and activities for recently appointed staff were
largely favourably received. Again there were minor criticisms, eg that some of the topics
suggested for centralised training activitics would be better dealt with in departments or
within broad subject arcas, because they need specialist treatment. However, there was
overall approval of the need for induction and many suggested that the administrative
component should be developed and extended to include, eg mew lecturers attending
mectings of Senate, Council and other important university bodies, in order to increase
their awareness and broaden understanding of the wider administrative and management
issues.

Paragraph nine in the Code itself aroused particular interest. The allusion to the pooling of
training across institutions was taken up and emphasised by several colleagues. It was felt
to be a most uscful suggestion that resources for training be pooled both inter-
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departmentally among cognate departments in the same institution and also on an inter-
university basis. Trans-binary pooling of resources was also felt to be important by one
respondent, who expressed strongly the need for communicating with polytechnics and
working together with them in academic training and development.

Paragraph eleven of the Code concerning the individual’s responsibility for training was
variously received. Most of those who commented specifically on this section, welcomed
the emphasis on the individual and felt this was important for motivation, which is the key
to effectiveness. One colleague said he would prefer to see the whole document re-
orientated around the statement in this paragraph. There was, however, one strongly
expressed view against this notion. It was argued that CVCP would not be taking this
particular step now, unless it felt that it and institutions and departments had some
responsibility for training. In industry, particularly abroad, it was argued, training is rightly
regarded as part of an employer’s responsibility and indeed obligation.

It is emphasised that the above is only a summary of the constructive comments received in
response to the Code of Practice. There were, however, many dissenting voices amongst

the responses and the counter-arguments are summarised in the following section.

Points of Criticism in the Responses to the Code of Practice

Several of the responses dwelled on deficiencies in the presentation of the Code. In some
instances the style and tone of the document was criticised as being too bland and general.
It was felt that it needed to be more strongly worded and to express more clearly the
problems to be solved and how any actions taken might be objectively monitored. It is a
common symptom of academics’ resistance to ideas, that they focus pedantically on stylistic
features. As indicated in the previous section there were also some objections to several of
the topics listed in Appendices A and D of the Code.

One major area of general criticism, however, voiced by several colleagues was a perceived
emphasis on centralised, highly-structured training. It was felt that the role of
departmental training was underestimated and also the potential of on-the-job training.
Some regarded the suggested time allocation was too high and that academics could not
take so much time away from activities such as research, particularly in the current
climate, when UGC is allocating some of its resources according to research strengths. It
was suggested by one colleague that rescarch is the arca which differentiates universities
from other tcaching institutions and the pursuance of it should reccive the most
encouragement. This would not be donc by teaching about research but rather by providing
opportunities and more conducive conditions. Additionally it was argued by onc other
colleague that if the code of Practice remained unmodified, it might well have a counter-

productive cffect, since the suggested scope of organised training was so wildly inflated that
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readers could react against the whole concept. it was also felt that the frequent reference
to new lecturers might cause adverse reaction, since many departments now have zero new
staff.

One significant area of critical comment came specifically from the biological and medical
sciences. Several respondents from these academic departments expressed strongly the
view that much skills training in the fields of teaching and research was better done in
specific subject area groups and was indeed being done already at national level by specific
professional societies such as The Physiological Society and The Royal College of
Pathologists. Some had felt insulted by suggestions in the Code and the Appendices that
departments did little or no training and that academics went around with closed eyes and
minds to these issues. Many do, in fact, send staff regularly on such nationally organised
courses. Some recognition of these activities should be included in any re-formulated
version of the Code of Practice.

Another predominant reservation expressed by many colleagues was the problem of
implementation. Aspects of the Code of Practice were well-received by many, but there
were considerable misgivings about the probable gap between rhetoric and implementation.
How was it to be assured that, for example, people did not merely pay lip-service for
political reasons or that academics would devote the recommended amounts of time to
training? In this context Paragraph 23 of the Appendices to the Code aroused much
comment and criticism. One way, which might be construed, of implementing training and
of obliging staff to it, was including attendance at training courses as one criterion in the
selection of candidates for promotion. Some responded that this would never happen, since
we already have criteria for promotion which are not recognised, and that research
performance will remain by far the most important consideration, whatever official
guidelines might say. Others interpreted this suggestion as threatening and manipulative,
saying that training as a conformity to top-down requirements is the kind of training we can
all do without. Effective training for professional achievement, it was pointed out, nceds to
be differently motivated - a simple solution of setting up a set of promotion prerequisites is
not the way to do it. It was argued that there is an opportunity here with the Code of
Practice really to achieve something, which must not be jeopardised by adopting the wrong
procedures. A cautionary note was added, that such procedures might inevitably lead to
mandatory training, which would in turn require the setting up of recognised accreditation
units. Did universities want/need this development?

By far the most overwhelming criticism expressed in response to the Code of Practice was,
however, its demands on increased resources, if it was to be implemented. All the
suggestions require time, staffing and finance at a time when there is contraction in all
those three areas in universities. On the whole collcagues expressed support for the
contents, yet could not sce how there was emough staff time available to ensure



implementation. Academic staff were now stretched to the absolute limit, without taking
on even more responsibility in this area. This whole question of resourcing should be
addressed more thoroughly in any reformulation of the Code.

4) Responses to Recommendations op Staff Appraisal

"AUT’s view is clear; appraisal must be beneficial and must be an aid to
improving teaching, learning and research. One thing is guaranteed.
There will have to be full consultation throughout universities at all levels,
before a scheme can be implemented.”

(AUT Bulletin, November 1986)

In response to prevalent discussions at national and local level and to written suggestions as
above, that consultation take place at all levels, the central management of the University of
Sheffield via its Staff Development Office encouraged discussion within academic
departments and responses from departments to a series of questions surrounding
appraisal. In January, 1987 a package of introductory materials on appraisal was sent to all
Deans of Faculties, Heads of Departments, Members of Senate, Chairmen of Staffing
Committees, and Presidents of the Sheffield AUT and Non-Professional Staff Association.
These materials were accompanied by the letter and the sheet of questions, included as
Appendices Nine and Ten and introduced in Chapter Three. Respondents to the questions
were invited to send in their comments to a small working group constituted by the Pro-
Vice-Chancellor in charge of staffing and the Staff Development Officer. Their title was
the Working Party on Staff Appraisal.

The following details in list form summarise the main comments made in the replies
received from 15 individual members of staff, 17 departments, 2 faculties (comprising 27
departments), the Sheffield Branch of the AUT, the Non-Professional Staff Association
and the Students’ Union, in all 62 representative responses.

! I in Fav f Apprai
Appraisal should be accepted as a normal aspect of good management practice.
2 Appraisal is an important tool to be used in order to clarify the objectives of
individuals, departments and the institution, thereby facilitating policy formation.
3. An appraisal procedure contributes positively to staff development and to the

efficiency and cffectiveness of individual and collective performance. Thus it
helps to maintain and improve the quality of teaching and rescarch.

4, Appraisal is a special channel of communication, which helps senior staff form
accurate perceptions of colleagues.

S The information gained by both parties in the process of appr
efforts of both appraiser and appraisee to improve performance.

aisal facilitates the
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6. The opportunity of appraisal should be provided of alf staffs and not just one or
two categories.

7. In view of the terms of the recent national salary agreement, we are now no
longer at the stage of deciding whether or not we accept appraisal, rather at the
stage of how we might most effectively develop a system appropriate to our
needs.

8. Those departments in the university, both academic and administrative, which
have introduced appraisal, advocate its benefits and recommend its value,

Reservations Expressed About Appraisal

1 The goals of appraisal are inadequately specified.

2, The time devoted to running an appraisal system might prove too costly and too
heavy a burden on those responsible for its execution.

3. There is currently a lack of adequate resources for the preparation, execution,
and subsequent training and development demands; we need to secure
guarantees of adequate staff development resourcing before introducing
appraisal.

4, There is a lack of clarity concerning the differences, if any, between appraisal and
assessment, and the link, if any, between performance appraisal and career
assessment for promotion.

5. Current practice in the University is to review the majority of staff very frequently
viz. annually during the probationary three years, at the efficiency bar, frequent
reviews prior to Senior Lectureship, and then a review for Readership. Why do
we need any more reviews and why cannot the present system, suitably reformed,

subsume any such needs?

6. The University and its departments require a clear identification of their goals
prior to the introduction of appraisal.

7. Questions were raised about the feasibility of evaluating systematically certain
aspects of an academic’s job, eg teaching.

8. Questions were also raised concerning both the credibility and the feasibility of
specific models of appraisal, eg peer appraisal.

9. Appraisal need not be done more often than biannually.

5) nclusi wn from

In this chapter the researcher has used one university as a casc study, in order to illustrate

and analyse on a small scale:

a) the relative attendance at staff development seminars in the arcas of

administration, management, research and teaching;
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b) the prevailing attitudes in that one institution to current issues in staff
development, ie academic staff training and staff appraisal.
This particular university was chosen, since the surveys referred to are recent, original and
as yet unpublished, and were carried out by this researcher in her role as Staff
Development Officer at Sheffield. In addition it is believed that the data and the
commentary on it provides evidence pertinent to the discussion in this chapter concerning
the level of motivation amongst staff to engage in activities, which might lead to the
improvement of their teaching performance in small groups. It is clear to her that the
techniques and methods used in the implementation and analysis of the surveys and the
derived data, are less precise and sophisticated than those research strategies applied to the
examination of the data in the preceding chapters of the thesis. Nonetheless it was felt
appropriate to include this available information to identify and describe one particular
context, into which the research findings of this project will be introduced and to assess the
potential receptivity of the academic staff, and their motivation to act upon its
recommendations. By the use of The University of Sheffield as a case study in this way, it is
not suggested that the conclusions drawn are representative of a general climate and
context across the university system as a whole. The qualitative summarising of and
commentary on the information gathered from departments is rather intended to provide
readers with empirical evidence to complement their own experience, ideas and examples
gained from their own sources. It is, however, expected that some of the ideas and
attitudes referred to in the preceding summaries of the surveys and the following overall
conclusion will mirror perceived experience of attitudes within other universities and lend

those perceptions some empirical substantiation.

Main Points Drawn from the Surveys Concerning Attitudes and Level of Motivation
[1] Academics attend more readily staff development sessions in the areas of

research and management, than they do the area of teaching.

2] There is evidence of pockets of enthusiasm for and interest in both training and
appraisal amongst the academic staff.
3] These are outweighed considerably, in the responses from departments, by the

negative comments, which are in both cases more comprehensive, detailed and
emphatic than the positive reactions.

[4] The negative responses throughout both surveys have all the hallmarks of
academic resistance. Pedantic comments on style, presentation and detail are
often an indicator of rejection of the actual content and ideas.
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(5] The most strident complaint in respect of both training and appraisal is that
resources are currently inadequate - in particular the resource of academic staff
time. It should be remembered in this connection that the management of time
involves the setting and ordering of priorities. What is being indicated
implicitly in the explicit statement of lack of time, might be that both activities
have an insufficiently high priority on an academic’s scale of importance, rather
than that there is not enough time.

(6] Both surveys provoked reactions to the analysis and evaluation of teaching. The
feasibility of systematic appraisal of teaching skills was questioned variously,
and it is evident that many academics still reject the possibility of analysing and
measuring performance in teaching. If the feasibility of evaluation is rejected,
then there is for many academics no basis upon which to build the strategies for
the improvement of teaching performance. It is significant to point out,
however, that this research project and its analyses and results are predicted on
reliable and valid techniques of appraising teaching. This research then

demonstrates the feasibility of such evaluation.

If we return now to the lecturer, whose comment began this chapter - how is he to act upon
the new-found realisation of deficiencies in his small group teaching technique? By
reviewing his performance with the class in the project, he has achieved the first
developmental stage, that of awareness and recognition of a problem area in this teaching.
The next stage would be to improve on those skill areas, in which he has identified a
weakness. Already in this chapter we have reached the conclusion that the training
literature and activities are available for him to develop those skills, and thus to improve
the learning apportunities for his students. Whether he will take advantage of staff
development provision or not, however, depends on his motivation to do that, which in turn
depends, in part, on the institutional climate and its receptivity to staff development and to
the feasibility of evaluating and improving teaching performance. The context within which
he works is then a crucially important factor in his determination of action upon his
learning point. The empirical evidence, presented in this chapter, of the context of one
university indicates that unless his own intrinsic motivation to develop is high, the extrinsic
motivation from his colleagues, his department and his university is likely to deter rather
than encourage the second stage of skills’ development.

Until ways and means are found of making universities more aware of the necessity of
improving teaching and the climate within them more receptive to the methods in
existence of doing that, the small group learning experiences of our students will continue
to fall far short of their aims and expectations.
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CHAPTER NINE

CONCLUSIONS AND RECOMMENDATIONS

This concluding chapter provides the opportunity to reflect on the way that has been
travelled through the thesis, and the conclusions that have been drawn from the research,

which might inform our future practices. The path planned in the introduction has been
followed thus:

Aims and expectations of both students and lecturers for their small group work
have been examined by qualitative means in Chapters Four and Five.

The actual practice of both these participating groups has been considered by
analysing their talk and their interactions using both quantitative instruments and
interpretive methods in Chapters Six and Seven.

Aspects of the institutional framework surrounding these teaching and learning
activities - at both local level in a particular university in Chapter Eight and at

national level in comments on central initiatives in Chapters One and Eight.

Reflection on the research methods and practices applied in the project itself is salutary. It
unveils imperfections and gives rise to certain questions. Of these perhaps the most
prominent might be, whether the size of the sample in all three stages of analysis - aims,
practice and context - is large enough for the conclusions drawn and hence
recommendations given, to be generalisable to other situations. The defence against this
suggestion is that the analysis has, on the whole, been of an interpretive and qualitative
nature, designed to present detailed commentary of the experiences, attitudes and ideas of
a variety of participants - consumers and providers - in the higher education system. The
intention was not to collect a breadth of data, with which perhaps sweeping, generalised
statements might be made, which would affect the whole system. They rarely, if ever, do.
Each institution and the academic staff within it are invited to examine the insights given
here in relationship to their practices, assess their validity and use them accordingly.

This researcher has a view and understanding of universities, which favours a slow but sure
approach to effecting change and improvement in large educational institutions, which are
themselves predicated on criticism, detailed analysis and enquiry. It would be contrary to
their very nature and being, to accept quickly and too readily research findings and
recommendations for development. The intention in this study has been to provide in-
depth, reliable, quantitative and interpretive analyses of a representative, small sample of
university teaching of a particular kind. The lecturers and the students involved in the
project have themselves already had their awareness increased of the aims and practice of
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small group work. Some have already been affected more than that. They have
appreciated the gulf between perception of practice and its reality, and have helped develop
a new technique of triangular analysis of small group teaching. Several have continued to
use the technique as part of their own development strategy. A pebble of research has
been cast out into the large, still, perhaps sometimes stagnant pond of university teaching.
The first ripples have responded to its presence. It will continue to ripple out gradually to
affect the whole. Change in universities happens most effectively in this way. What is
intended and hoped for also in this research and its writing up, is that interested colleagues
in other universities will recognise elements in these case studies, will take from them -
from the research insights and the recommendations - information and practices, which will
enable them to cast another pebble into their own pond, which will in turn ripple out its
effects. This researcher is also committed to do more than her share of pebble-casting, to
ensure that the results and messages of this research project are not allowed to languish
and gather dust in libraries; rather that they are used to stir the still stagnant waters of
teaching in higher education. Let us now review the pebbles with which we will stir. The

following conclusions and recommendations are derived from this study and this sample:

1] nclusi d Recommendati ncerning Aims an tation.
Conclusions:
0] Only one lecturer in the sample expressed the aims of the small group session

totally in terms of active student learning, and only two registered it as an
opportunity for gauging the learning contexts of individual students.

(i) Most of the lecturers indicated a recognition, that small group work was not
primarily for the transmission of information. They stated principally its role in
clarifying encouraging enabling and monitoring their students. Some of these
expressed a pre-occupation with its use as an opportunity for close supervision
and vigilance.

(iid) Student participation in small group classes caused mixed reactions amongst
lecturers. Some appreciated greatly the opportunity of relating more closely to
the learners, others found aspects of the process uncomfortable and
problematical.

(iv) There was no correlation between the variables age, status, experience, sex and
academic discipline - and the aims and expectations expressed by lecturers in this
sample of their small group work. The only identifiable factor which appears to
encourage a similar approach between lecturers is collaboration in tcaching,
which is more likely to happen amongst teachers within the same or related

disciplines.
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V)

(a)

(b)

(c)

2]

(M)

(if)

(ii)

(iv)

Students have a clear understanding of the special aims of small group work.
They know well what they and their lecturers should be intending to achieve.

Recommendations:
Lecturers need more opportunities for increasing their knowledge of the
particular value to learning development of small group work, most specifically
of the importance of two factors:
appreciating and using the possibility provided by the medium of
appraising individual learning contexts of their students.
encouraging their students to take responsibility for their own learning, by
identifying the students as the most active participants in group work
rather than being predominantly passive.
In addition to such knowledge and awareness development, opportunities
should be provided for lecturers to develop their understanding of group
processes and their interpersonal skills in groups, in order that their
expectations of discomfort and difficulty are diminished.
In both the above activities of awareness/knowledge and skills’ development for
lecturers, the involvement of students is highly recommended. They are well
aware of their own and the lecturers’ intended achievements in small groups,

and both would benefit from a collaborative approach to improvement.

Conclusions and Recommendations Concerning the Practice of Small Group
Teachi

Conclusions:

There is ambiguity between the perceptions lecturers have of the way they intend
to and do teach, and the actual practice of that small group teaching.

Students do not participate frequently in small groups; either by responding to
their lecturers, or by interacting with each other in discussion. Lecturers talk on
average for over 60% of the time.

Despite the expressed aims, a large amount of the 60% of that lecturer talk is
spent in lecturing, ie information transmission.

There was comparatively little time devoted in this sample to questioning by
lecturers, of which most was eliciting the recall of information from the students
rather than prompting analysis or evaluation. Also the style of that questioning
was at times dubious. There was evidence of a significant number of repeat
questions and students made criticisms of lecturers’ questioning technique.
Factors which were identified as contributing to higher levels of student

contribution and some degree of interaction between students were:
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(a)

(b)

(o)

(3]

)

the age and experience of the students (final year and postgraduate
students participated more)
preparation for classes
clarity of methodology and structure

.  collaboration amongst lecturers in the preparation, execution and
evaluation of small group teaching.

Recommendations:
Training techniques and approaches are needed to aid lecturers to become
aware of false perceptions of practice and of the ambiguity between aims and
the actuality of the teaching. One effective technique has been developed during
the course of and via the methodology of this project, which is recommended for
this purpose.
Not only do lecturers require help in recognising the potential of small group
work and the value of increasing student participation from the present low
level, but also practice in certain skill areas is required:

questioning skills

enabling skills
. the skill of remaining silent.
Staff development sessions are required in educating academic staff in those
factors, identified in this project, as contributing to increased student
involvement in learning, ie

preparation

appropriate methodologies

organisation of structure

collaboration in the process of teaching.
Encouragement to develop the above areas is vitally important to the
improvement of small group learning.

nclusi Recommendati n i Institutional Environment of
Teaching Activiti
Conclysions:

The results of surveys conducted in the university, which served as a case study,
indicate doubt, misgivings and resistance about and to current developments,
which might involve the analysis, evaluation and improvement of cfficiency and
cffectiveness in academic work, including teaching. There was particular
scepticism concerning the feasibility of evaluating teaching.
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(id)

(if)

(a)

(b)

(c)

Nonetheless there are presently hooks, upon which the improvement of teaching
might be hung, eg staff appraisal, the increase in provision of Continuing
Education, the focus in Government publications on quality of teaching, the
CVCP’s Code of Practice, etc.

Furthermore, there is evidence to suggest that external factors have effected an
increase in interest in and provision of staff development activities in other
aspects of the academic role. The Jarratt Report has led to increased
management development provision. The UGC research ratings have led to a
focus in staff development programmes on research issues and such sessions have

attracted considerable interest and attendance.

mmendations:
Staff Development providers should constantly remain aware of the theory that
change and improvement is effected gradually by both internal and external
influences. Educational research findings and the consequent development of
techniques and strategies are only one factor, which must be skilfully and
politically interwoven with a continuously updated knowledge of external
motivators. An individual lecturer will only be encouraged to develop awareness
and skills, if there is a combination of his/her intrinsic motivation, extrinsic
motivation at departmental and institutional level and provision of resources to
enable the development. The creation of such a threefold climate requires of
staffl developers not only enthusiasm for teaching and commitment to research
but also political sensitivity and astuteness. It is recommended that they be
continually developed themselves in these aspects.
Further research is required into current models of staff development provision
and their relative effectiveness. It might be that those institutions which
incorporate staff development into the corporate management strategy and
resource it accordingly, demonstrate systems which have a greater impact.
Fieldwork is very much needed in this area, in order that universities can shape
their staff development policies and their implementation according to firm and
reliable indicators of efficiency and effectiveness.
At institutional and national level initiatives should be taken - on the lines of
the Jarratt enquiry - to consider teaching effectiveness in higher education. The
results and recommendations of such a comparable investigation would act
similarly as a stimulus to change and improvement in the field of teaching.
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On this final - perhaps to some - threatening recommendation, I return in conclusion - for

stylistic reasons of symmetry but more importantly to give a salutary reminder to us all - to
a quotation given in the Introduction:

"Universities have always been more ready to investigate and assess others
than themselves, and who can blame them for sharing in the frailty of
human nature. However, the time may not be too far off when, if they do
not maintain order in their own house, others may insist on doing it for
them. If this happened the inroads that would be made into the freedom
which universities rightly cherish could be incalculable. Will they be able
to change in time to prevent this from happening?”

(Elton, 1987)

This study has shown that in the field of teaching and small group teaching in particular,
that there is room for the "maintenance of order in our own house" and in addition, the
research findings, the literature, the materials and the techniques are there and available, to

enable us to effect change and improvement before "others may insist on doing it".
Let us collaboratively - researchers, practitioners, planners and governors in universities

- harness those available resources, but also shape the will that is necessary to effect that

change and improvement for ourselves.

168



APPENDIX ONE

LECTURERS' COMMENT SHEET

SMALL GROUP TEACHING PROQJECT

NAME (Optional): c.cceepececccececancaccseoecaas SEX:

DEPT: cecececcecesccccancsosccscsaasassccessse AGE: .e

SECTION ONE (TO BE COMPLETED BEFORE THE CLASS)

Please outline what you hope this particular class will achieve
(a)

(b) ceeennn.. cecenaaes

G e et e acacanectececananenoncannacacoccecatiecteeanennnnennn
(C)  tereeieneenocnncanas et ceeeneceeacesenannes tteteacccaccecasesnncacnan ceeenn
........ et eeceeeeceeeseeeeeaaceeceecanaaacaacceccctecacacttcceaceteanonaaaann
teeeeecacacenacnans Ceececeecccaaneananna Ceeeetceseecacacacenactetoessenassas

In what ways is teaching in a small group situation likely to help you achieve
the above things?

(B)  teieieierecccccceccaanacaan teeaecteccscacnenaanas teeeeecceecasesanansananens

SECTION TWO (TO BE COMPLETED AFTER THE CLAS3)

In what ways did you achieve what you set out to do _and to what extent?

Q) seeeecvecenccccnacnns teeeeneann cereaea teescesesscsesentecacaccrcancane R
(D) teeeeeeecanecacsaccascsccssssanccssancanas cerneeee ceeeesasecasaaes ceeaen
(C) teeneeeencncancacscsanans tececaseseececcasasssanas teeeeeannn theesenemannaann
tecesescesesecencsscacsscasans teveceesscescsasesssesecscassscsscssescseesnans
teteesescsevcenccccasasasacans tecescesceeessscans ceceacnacaas teeecceeaaaanan

What evidence led you to believe that you had/had not achieved them?

...... co oo
@ec e essecssccscsevecan seeeescevvsesoevccsove s eecsceccoe ee0evssecccss sy esos e
--------------
ecoessssscecssssnasvvesssess e ecesss e rPsecsvecroscsnccsesoss escecvene
...............
@eesecsecssscacace eeesesecseeesncscsonessss e eevecscccevsocracssre ecoee
PRPEPE R I IR SO I B
LR I Y ecesesccceooceccsssae esececsececssevoso s es s osvsecvsocccsvoscs
-------- -...o.o--c---.-.cc-oo--.---o-..
‘...IQIo-..-oo-o.o...'c......n-o-.-lo.on..
eeesevcaccscse ecocesscsescscsccsss s
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How satisfied were you with:-

(a) the beginning

(b) the amount of attention gained from the students

(c) the number of contributions made by the students

(d) the quality of contributions made by the students

(e) the amount of interaction between you and the students

(f) the amount of interaction between the students themselves

(g) the ending

In what ways were the students inhibited by the presence of the cameras and
observers?

(a) Opening Phase (first ten minutes)

(i) cevesecnsesseceenanan eesesenaceanascons teceseacaneaneaanas e .ee
(3i) ceeeeececnccccosans teeccscencaccsns teeecescscessesesescnsaanasaceonsnne ..
(£31) ceececcecoccccessccans R ..o

(b) Middle Phase

(i) secessesesssascaaan ceeeen Ceeeececscssseseasessaassestanann cescssesceceans
(ii) ..ﬁ.l"...........l...I"OQ.C..O...'......C...C--... lllllll ®0 00009 ¢0 00 o
(iii) .....-.........l.O..........'.Q...Q........‘.....I--.QO ......... o0 o8 000

Q...‘-a..-.o.-.olo!a-...o....o....o.‘.--0-0.0.

(c) Closing Phase (last few minutes)

(i) ......'OI......d.l.0...0..--...-........llu.... .......... - .oca.n-oto-o.-o
(ii) eeeeccccvccceccns e etteeesceesceesessssscsavasaanesarasanes Ceeecerevenee
(Hii) ceeecccacacoces T eeeeianes ceeeenaanes

cececvee
.....O.O..---o‘.Qo.--o.OCOQU.Q.......C.......'.‘
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Please complete the following sentences:-

What I enjoy most about small group teaching is

M R I R

P 0000000000000 0000000000000000000 000000000000 s0recsccsactssssscnccsssncae
cseve

(AR R R Al AR A R A I I T T
-

(AR R R EREEERENEEREERENE NN FEE RN ENE REREEEER R IR I I N I NI
000000000000 0000000000000000000e0000cccvccsostcscscsadn

® 00000000000 000000000060000000000000000s0sscnststoccnsncsascacs

®0s0csec00cccccsncvesencnce

LR I N R N R R )

LU R R R I I N N I N )

What I find most difficult about small group teaching is ....cccececscccccecenns

€0 06 0000000000000 e0000000000000600000tcsccosscncsoescscssaccscsse

PR R R E N N RN EREREEERE RN NN N RN

@ ©® 0 0000 0000000 00000000000000PELE00eTPeTRPssrcsscscnrsecas

Any other comments

(Please return to Mrs P A Luker, Department of Education.

R R I R R X I I
........ @ceevcssseccccea
........ esescssvecccnvas
caesccescacsce evsesscccsansne
.......... seeessceccsccce

Thank you for your help.)
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1.

'DEP?: MR R AR S S A R N Y Y N Y P R I YEAR:

APPENDIX TWO

STUDENTS " COMMENT SHEET SMALL GROUP TEACHING PROJECT

Nm (%tional): ...l....'.'................QO. SEX:

0000000000000 ccscvccas

®0 000 c0sc0000000v0s0000ssa

What, do you ccnsider, was the lecturer aiming to achieve in' this class?

(a) R
(v) ..................................................................;........
(c) T

B T

In what ways did the small grouo teaching situation helv to achieve these thinss?

(a) LI T T R T T Y
€ N
D

B ®C P000 0000 000000000000 0C00C0CEC0CCIECIOCIRIOCOIAECETICOEROCOITPROCELIOCEOEDROBCEOSRLOEPCIEORLIGIOEBSGOROIROBIEOSIEGOGOES TQOS

® 9 20 PP 00 P00 0C00 0000800000000 00°00000000000000060000csssossocnsacsososcaosssa

Please list some things that you enjoy about being taught in a small grouo

(a) @ 0P L 0L L0000 P N NCNS 0000000000000 0060000000000000000ss0srsccRssce 0
(b) T L R T T T I I
(c) 0 0 00 000000000 0000000000000CE0000000000 0000000080000 0600000000000000s00s0800c0-

9 0 00 00 00 0000 0CE00000 000000 0C0000000000000000000060060008000000800000000sssses

Please list some thines that vou dislike about being taught in a small grouo

(8) . ieeereeececoccoccaccascsacasasocacaasessscssassasavesoscasaasosssacacsccans

00 00 00 0000 00 0000600000000 0000000000v000s0scc

(B)  ceeeiiriceecereccaccnccccncens

(C) o eeeeeeeeecececoseesaccsescaacasacsassssteasessaccasascsossnanacasantanaocs

........
..'.....-.'...........‘.............-v.o...oc..o-oooco-.'-'.'..oo"

eecc o oo
LR R R R AT AN B I BN I I B I P R T R R R R EREEEEXEREAE LR R RS

172



2
Yhat provortion of your teaching in the universit

so far h
group teaching methods? M as been by small

(Please put tick in relevant column) i 3 3 all
(a) during your first year

(b) during your second year

(c) during your third year

What advice about how to work in small groups would you give to someone beginning
his/her first year at university?

(a) et ereeeieaitieetace et ettt tet e attaataeeatnatntatateaeetaenananann
Ceetecctnanetencoasessesesecaccecoennseccsseeceseetcanacesossesesocenannn .
)
Ceecccacscacacaseacccecaccaceaancccocosesestoccacacscaacascncanoe eeeeenans
- A
e eeccececacecacacenceccacsaccocsosccescccosscnnanes Ceeececcacecncnecnsnnnns
N

® 00 0 800N L LORNCRLOE00000LP0CCP000000000000000000000C0000000000s0s0sc0sccssece

In what ways did you feel you were inhibited by the presence of cameras and
observers in this class?

(a) Opening Phase (first ten minutes)

(i) ® 0 0 P E P C 0 PP CCCE0000 0000600000000 080C0E00000000000000000000006000800000000ss0s00e0
(ii) .0..QO.D.C.l..ﬂ......’.‘...‘l.‘.I.....0;....-..'l.C....OlOI...Q".‘..coc'
(iii) -..0......‘.0‘...........C...0..;.0.0-.....-.00-......00......-......--o.

(b) Middle Phase

(i) feeeoeeecccecccccesestscencecassssceescectsncccssceocnscatoesassssenarass

(35)  ceveescecececeecsecescccccessssasenssecssaosscssssascsoscsssocsssssacanas

(iii) .00...0.000....oc..oo-oo.oo.o.ooco..c--lcov-o-v.o.--o-o--v-.--.-..o.oo¢--

(c) Closing Phase (last few minutes)

(i) Geeeccecsccascscessssssanssesssesassasssersoaans

(ii) .-o.oo.-ooo.-oo-.o-.o...ot-l.....o.-oooc-.0-0¢~-o------o-o.oq..-..

(iii) oo-ooooo-o.--......o-o..-oc.....-..ooo-oootuoo-c-o-oo--..o-..o..
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7. Any other comments

(Please return to Mrs P A Luker, Department of Education. Thank you for your hkelo.!
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SLT

BIAS RECORDING SHEET

¥

TL - TEACHER DESCRIBES, EXPLAINS, NARRATES, DIRECTS SR
TQ - TEACHER QUESTIONS SV

TR - TEACHER REACTS TO STUDENT RESPONSES S

STUDENT RESPONDS TO LECTURER’'S QUESTIONS

STUDENT VOLUNTEERS INFORMATION, COMMENT, QUESTIONS
SILENCE

UNCLASSIFIABLE (WRITING ON BLACKBOARD, ETC)

e

NAME OF LECTURER ...................... SUBJECT ..............cco.... YEAR Lo GROUP SIZE

USE 3 - SECOND INTERVALS

TL
TQ
TR
SR
NY

TL
TQ
TR
SR
SV

JTYHL XIONAddV



APPENDIX FOUR

COMPUTER PROGRAMME FOR ANALYSIS OF BIAS RESULTS

"USE: The program is for use on a 32K PET with BASIC 2. or 4. but it is

planned to adapt and extend the program to run on other microcomputers
with more sophisticated graphics facilities.

It is assumed that the user has already prepared the data on tape or disk
using program BIAS/INPUT (P00928/INPUT). A twenty-cight minute
sample of data called BIAS/SAMPLE (P00928/SAMPLE) is available for
demonstrating the program.

To run the program from tape, insert the cassette in the cassette unit with
the side you want facing upwards, and ensure the tape is fully rewound.
Then type LOAD and press the RETURN key on the keyboard and the
PLAY button on the cassette unit. The program is long and will take
about five minutes to load. When the program has finished loading, the
message READY will be displayed. Type RUN and press RETURN and
follow the instructions within the program.

To run the program from disk, insert the disk in to drive 0, close the flap
and type: DLOAD"P00928/BIAS".

When the PET displays the READY message type RUN and press
RETURN and follow the instructions within the program.

If a printer is connected to the PET then you will be offered the o;{t%on to
print the screen display at specified points thus enabling the compiling of
a file of results and diagrams for future reference.

After the data has been input from either tape or disk, a ‘timc la'psc
diagram is produced for the complete sample of classroom interaction.
Following the study of the diagram the user is offered the following
options to aid further analysis of the data:
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1. Display time lapse diagrams for extracts chosen from the
complete sample. The diagrams can begin at any point in the
data. Threec minutes at a time are displayed on the screen with
an option to specify a number of consecutive periods.

2, Display the histograms showing the percentage of time spent in
each category of activity for the whole or any part of the sample
period.

3. Display composite histograms for periods of up to thirty minutes.
Any permutation of not more than three categories can be
selected to form the basis of a graph. Graphs beginning at any
point in the complete sample data can be constructed.

4, Display transition matrices. The percentage of the sample spent
on each category is displayed, with a choice of:

a) A transition matrix which shows the number of
transitions between each bleep, whether it is to the same
category or a different category.

b) A switch matrix which only shows the switches from one
category to another."

(The above instructions are included with the permission of the authors - Rodgers, D G
and Smith, G M, 1979)
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APPENDIX SEVEN

ACCOMP R- MIC STAFF TRAININ

£ g The University of Sheffield
Sheffield S10 2TN

%@% Personnel Department
Tel: Sheffield 78555

Q’ @ P W Seton, BA(Econ), FCA, FIPM, Director of Personnel Services STD code: 0742

For telephone enquines on this manter ring ~ Mrs. Luker
Your Ref: ext. 4022
OurRet: PAL/JE

24th June, 1986

Dear ,

We have received the attached letter and code of practice for academic
staff development from the Committee of Vice-Chancellors and Principals.
It is my task to comment on the document and report back to the
Vice-Chancellor by late September, in order that he may send our comments
in to CVCP in October.

I would be most grateful if you could help by reading the suggestions on
training and development for academic staff and send on your responses and
thoughts to me by Thursday, 31st July, 1986. It would be useful if there
were an opportunity for you to get comments also from colleagues in your
department.

I look forward to hearing from you and thank you very much in advance for
your help and time with this.

Yours sincerely,

PATRICIA A. LUKER
Staff Training and Development Officer
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APPENDIX EIGHT

DRAFT CODE OF PRACTICE ON ACADEMIC STAFF TRAINING

Committee of Vice-Chancellors and Principals
of the Universities of the United Kingdom

29 Tavistock Square London WC1H 9EZ  Telephone 01-387 9231 Telex 881 1492

Secretary General: B H Taylor BSc(Econ)
Assistant Secretanes: D E Bennett MA K S Davies BA Miss B Crispin BSciEcon) A G Aldridge BA

T7/11/1

CIRC/86/46 3 April 1986

Dear Vice-Chancellor

Academic staff training

You will know that the commfittee on the training of university teachers
(CTUT) has prepared a code of practice intended as a set of flexible
guidelines to assist universities in developing, implementing and
monitoring academic staff training. The code and {ts appendices have
been drawn up following the national survey undertaken last spring and
the national seminar held in July 1985 under the suspices of the
Committee and they reflect existing practices in many universities.

The Vice-Chancellors' Committee has agreed that the code merits careful
study in universities and I attach 20 copies of the document for this
purpose. We have of course no objection to {te reproduction as
necessary for distribution to relevant committees.

We would welcome comments during the autumn term.
Yours sincerely
}\
B H TAYLO
Secretary General

Professor G D Sims
Vice~Chancellor

University of Sheffield 1/C/b1
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FOREWORD

This code of practice has been prepared by the committee on the trainin
of university teachers (CTUT), the remit, composition and membership ofs
which {s given below. It draws upon findings from a survey of academic
staff training in 67 institutions conducted on behalf of the Committee
and on discussion at a national seminar attended by senior '
representatives of 38 universities.

The code that has emerged from these consultations has been submitted to
the Vice—Chancellors’ Committee as a guide for developing, implementing
and monitoring academic staff training in universities. The code is
based on examples of good practice. It is not intended as a series of
prescriptions but as 2 set of flexible guidelines to assist universities
in the discussion and formulation of policy and procedures for staff
training.

The appendices to the code provide examplaes of various approaches to
staff training. More detailed {nformation about these {s available from
the office.

The Vice-Chancellors' Committee has agreed that the code and appendices
should be circulated to universities for their consideration, and the
Committee would be glad to receive comments during the autumn term.

The Committee of Vice-Chancellors and Principals

29 Tavistock Square

LONDON

WC1H 9EZ April 1986

/Remit...
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Remit of the CVCP committee on the training of university teachers

The remit of the CVCP committee on the training of university teachers
is to meet from time to time to review current provisf{on and to ensure
that universities are made aware of that provision.

Composition and membership of the committee

Chairman nominated by the CVCP: Professor William Taylor,
Vice-Chancellor of Hull.

Two members nominated by the CVCP: Dr B E F Fender, Vice~Chancellor,

University of Keele; Dr D J E Ingram, Vice-Chancellor, University of
Kent.

Two members nominated by the Association of University Teachers: Mr §
Ruhemann, Bradford, President, AUT, 1982-83; Dr W Stephenson, London,
President, AUT, 1983-84.

One member nominated by the National Union of Students: Mr G E J Ferres,
Education Officer, NUS.

Four members appointed on an ad hominem basis by the CVCP from among
those involved {n universities in local training arrangements: Professor
R A Becher, University of Sussex; Professor F A Benson, University of
Sheffield; Dr F C Quinault, University of St Andrews; one vacancy.

CVCP part-time national co-ordinator and secretary of the committee:
Dr George Brown, Reader in University Teaching Methods, University of
Nottingham.

/INTRODUCTION. ..
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(111)
INTRODUCTION

Associated with the professional freedom of un

i
three responsibilities: versity teachers are

to maintain and enhance professional standards in teaching
research and associated administrative and management ncti;ities'

to seek and take advantage of opportunities for training and
career development;

to take account of the views of client groups vithin and outside
universities.

Over the past 25 years these responsibilities have been identified and
discussed on a number of occasions by the national bodies most closely
concerned with the development of universities - the University Grants
Committee, the Committee of Vice-Chancellors and Principals, the
Association of University Teachers and the National Union of Students.
In particular the UGC document, "A Strategy for Higher Education {into
the 1990s™ stresses the importance of staff development and training:

"It {s over twenty years since the Committee first recommended
organised training for newly appointed teachers. Since then
initfal and in-service training have greatly expanded in other
branches of education, and staff appraisal has become much more
searching and constructive for professional staff {n many
organisations. In the universities there are modest staff
development programmes, and some systematic fnduction for new
staff is now common. This is not sufficient. The need for staff
development today i{s greater than ever, and does not relate only
to new staff. We believe that further examination of this problem
1s required both by individual universities and by the CVCP.~

Now and in the medium term future the tasks of university teachers are
probably more complex and challenging than ever before. University
staff are faced with problems of economic constraint coupled with
pressures towards public accountability and lack of mobility in
universities, together with limited opportunities for promotion and the
possibility of redeployment and changes in career. Rapid changes in
technology and occupational needs have implications for the content,
organisation and delivery of undergraduate and postgraduate education
and thus for academic staff training.

Academic staff training in the university may be conceived as operating
at three levels:

{mproving opportunities for the {ndividual to enhance and enrich
professional skills;

improving the quality of teaching and research of departments;

{mproving the quality of the academic environment of the
fastitution.

/Thete may...

186



1.

(111)
INTRODUCTION

Associated with the professional freedom of

uni
three responsibilities: versity teachers are

to maintain and enhance professional standards {n teaching
research and associated administrative and management Ictl;ltieS'

to seek and take advantage of opportunities for training and
career development;

to take account of the views of client groups within and outside
universities.

Over the past 25 years these responsibilities have been identified and
discussed on a number of occasions by the national bodies most closely
concerned with the development of universities - the University Grants
Committee, the Committee of Vice-Chancellors and Principals, the
Association of University Teachers and the National Union of Students.
In particular the UGC document, "A Strategy for Higher Education into
the 19903™ stresses the importance of staff development and training:

"It {s over twenty years since the Committee first recommended
organised training for newly appointed teachers. Since then
initial and in-service training have greatly expanded f{n other
branches of education, and staff appraisal has become much more
searching and constructive for professional staff {n many
organisations. In the universities there are modest staff
development programmes, and some systematic induction for new
staff 1s now common. This is not sufficient. The need for staff
development today is greater than ever, and does not relate only
to new staff. We believe that further examination of this problem
13 required both by individual universities and by the CVCP.~

Now and in the medium term future the tasks of university teachers are
probably more complex and challenging than ever before. University
staff are faced with problems of economic constraint coupled with
pressures towards public accountability and lack of mobilfity in
universities, together with limited opportunities for promotion and the
possibility of redeployment and changes in career. Rapid changes in
technology and occupational needs have implicatiouns for the content,
organisation and delivery of undergraduate and postgraduate education
and thus for academic staff training.

Academic staff training in the university may be conceived as operating
at three levels:

fmproving opportunities for the {ndividual to enhance and enrich
professional skills;

improving the quality of teaching and research of departments;
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There may sometimes be tensions between an individual's professional
goals, the goals of his or her department, and the goals of the
institution. The management and resolution of such tensions is not

easy but can be facilitated by a flexible policy of academic staff
training.

Training 1is but one aspect of fndividual, departmental and
institutional development. Whilst this paper does not attempt to
tackle the wider issues, its guidelines and suggestions for training
are set in the context of an individual and departmental framework.
The suggestions and guidelines are based upon examples of good
professional practice identified by the CVCP committee on the training

of university teachers (CTUT) which are consonant with the traditions
and concerng of university teaching.

/CODE OF PRACTICE...
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CODE OF PRACTICE

Policy

Many universities and colleges already have formal

: polictles on scademi

staff training; these sometimes form part of broader stateaents o: e
staff development. It is suggested that universities should establish

or review such policies for endorsement by their Senates and Councils
(or Courts in Scottish universities).

Policies should include explicit statements on provision for training
and other opportunities for professional development both for
newly-appointed and more experienced staff. The policy statement
should specify the training responsibilities of departments and of
individual members of staff, and indicate how the training provision {s
to be funded, evaluated and reviewed.

Academic staff training committees

Most universities already have a working party or committee concerned
with academic staff training and development. It {s suggested that
each institution should have such a committee which reports to Senate
and Council (Court i{n Scotland). The committee should have clear terms
of reference and be chaired by a Pro-Vice-Chancellor or senior member
of staff. It should include some elected representatives from academic
staff and from the student body.

The committee should devise a programme of training activities and
submit an annual report, with details of the participation in
activities, to Senate and Council (or Court in Scottish universities).
A specified budget should be allocated in support of training
activities.

In addition to this formal committee, consideration might also be given
to setting up informal interest groups on various topics such as
supervising research students, the teaching of humanities or laboratory
work. Appendix 1 coatains relevant examples of such groups.

Co-ordinators

It is suggested that the existing practice of many universities {n
appointing a full-time or part-time co-ordinator for acadeaic staff

training might be more widely followed.

/lp-2-..
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The duties of the co-ordinator should be clearl

include the organisation of a training progra-n:..;::iiizdv;::
departments, servicing the university training committee, and the
recruitment of academic and other staff as organisers cn& tutors of
workshops, seminars and other training activities.

uight

The responsibilities of a part-time appointee should be recognised by a

reduction in teaching and other commitments, or in some other
appropriate way.

The training programme

Most universities provide some training activities for both new and
experienced staff. It is suggested that all institutions independently
or in association, should have a co-ordinated programme of courses and
events which take place throughout the year. This programme should
include: induction for all newly appointed staff, irrespective of grade
or previous experience (Appendix 2); initial training for less
experienced lecturers (Appendix 3); workshops and seminars which
reflect the specific needs and interests of all staff (Appendix 4); and
training in academic management and leadership (Appendix 5).

Training based in departments

Departments, as well as institutions, have a respounsibility for
training. Some departments already provide systematic on-thejob
training for their academic staff through seminars, discussions and job
rotations which are specific to their own subject and research needs.
Such provision should, as far as possible, be co-ordinated with that
provided by the institution. Some examples of such work are given in
appendix 6.

The individual's responsibilities

Responsibility for professional development ultimately rests vith the
{ndividual. University teachers should be free to choose the training
activities in which they engage. But every university teacher,
regardless of status or other comamitments, should set aside some time
each year for training and developmental activities. These activities
might include fdentification of personal strengths and veaknesses in
teaching, research and administration or management, exploration of
ways in which competence can be {mproved, and attendance at courses and

vorkshops.

/p-3...
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The time given to training activities will depend upon fndividual
circumstances and changing patterns of departmental activity.
be helpful to note that the survey of academic staff training
undertaken by the CTUT in 1985 yielded recommended times, over a three
year cycle, of fifteen days for newly appointed lecturers, nine days
for experienced staff and seven days for heads of departments.

It may

Universities, departments and individuals

Universities, departments and individual members of staff have
responsibilities for the quality of teaching, research and the
assoclated administrative and management tasks. Training can make a
significant contribution to performance on these tasks. But without
the visible support of Councils (Courts) and Senates, of
vice-chancellors and principals, of deans and heads of departments,
staff training will wither rather than flourish. Without the support
of individual members of staff, the provision of staff training and
development will have no effect.

/APPENDICES. ..
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APPENDICES

These appendices provide examples of var{

ous approach
training vhich may assist universities, PP es to staff

departments and findividuals.

A INFORMAL INTEREST GROUPS

In addition to workshops, seminars and departmentally based training
activities, some universities have established {nformal interest groups
which meet regularly within departaents or faculties or, where
appropriate, across faculties. Such groups meet to share {dess and

experiences, to develop new course materials or research strategies. A
few examples are:

Teaching statistics to non-mathematicians

Teaching analysis to engineers

Small group teaching in the arts

Developing computer assisted learning

Improving problem-solving classes

Researching non-destructive modes of testing materials
Uses of microcomputers in laboratories

Computer assisted design

'Learning more, teaching less...'.

These working interest groups are not necessarily permanent fixtures.
Ideally the committee and co-ordinator would need to monitor the
changing interests of the staff, form such groups and encourage them to
continue for as long as they fulfil a useful purpose.

In one university, members of the i{nterest group are encouraged to
attend workshops and seminars in other institutions and to report back
their comments. The interest groups are given the opportunity to
provide a workshop or seminar on their topic of {nterest to other
members of the university.

B INDUCTION FOR ALL NEW STAFF

Programmes of induction might coatain brief addresses by the
Vice-Chancellor, Registrar, Bursar and Librarian and by other staff and
a student representative. However there is a danger of inforwmation
overload in induction courses. Two common weaknesses are: first, the
tendency to require participants to sit through a day of speeches;
second, for those speeches to be remote from the experiences and
perceptions of the participants. Thus it {s suggested that
participants are presented with brief, clear documents on most aspects
of the university. For example, the administrative structure, health
and safety, conditions of service, professional bodies, student healch
and student services aight all be documented. The induction course
might include a tour of the university campus and & denonlttn;ion o:r X
the teaching resources that are available. If asppropriate, :de cen k.
teaching resources unit should be visited and staff encouraged to make
use of the facilities for developing their teaching materials.

/lp.5...
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Some part of the induction programme aight {nvolve brief
problem—solving exercises such as submitting a course proposal
piloting a new course through the committee structure l,ov:Ph';. i
student in difficulty. The talks and activities shouid tnk: :cn‘ :
the background, experiences and interests of the participants .::U:t o
related to their tasks as members of the university. Universities :ay

wish to run the induction course jointly for administrative and
academic staff.

A social event should form part of the induction course to enable new
members of staff to meet informally senior members of the universicy.

C A COURSE FOR LESS EXPERIENCED STAFF

The course for staff newly appointed as lecturers should focus sharply
on training for the tasks which they will encounter in their first few
years in the post. Hence {t should not be concerned with theories of
learning or curriculum development so much as with the practice of
teaching, research and management. The topics of such a course could
include preparing and giving lectures, small group teaching,
problem-solving classes (for scientists and engineers), laboratory work
(for scientists, engineers and medical staff) constructing examination
questions and assignments, marking assessments and examinations,
counselling students, supervising research students, writing research
submissions, writing research papers, presenting papers at conferences,
designing short courses, committee work, office efficiency, and
managing one's time.

Practical approaches, such as video recordings of mini-lectures,
role-play and simulations, should be used to develop skills and
insights into individual performance and strategies. Presentations of
educational research findings should be subordinate to the main task of
helping to develop skills and insights.

The course might be organised in a series of blocks of time during
vacations, in weekly sessions, or in some combination of block and

weekly sessions.
D WORKSHOPS AND SEMINARS FOR EXPERIENCED STAFF

An annual programme of activities for experienced scaff might be
devised by the co-ordinator and the comamittee concerned with scadeaic
staff training and development. The programme should, as far as
possible, reflect the needs and interests of individual members of
staff and of departments. Hence it ®ay be necessary to conduct a
modest survey of staff needs and interests.

/p-6...
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The topics given below may provide a useful check-
interested in mounting and attending worksho
with teaching and research (see also list {in
conceruned with management functions):

list for staff
P8 and seminars concerned
Appendix S of topics

1. Research supervision 17.
2. Management of research projects
3. Applications for research grants 18.

Personal tutoring and
counselling

Helping overseas students

4. Writing research articles/ 19. Intervieving and student
conference papers selection
5. Consultancy/entrepreneurial 20. Committee work
skills 21. How to provide departmental-
6. Marketing/media presentation based trafining of staff
7. Lecturing 22. Training the staff trainers
8. Small group teaching 23. Evaluating teaching
9. Problem-solving classes 24, Self-appraisal
10. One-to-one tutorials 25. 1Intellectual property rights
11. Laboratory teaching 26. Time management
12. Self-study fncluding computer 27. Counselling
assisted learning 28. Coping with stress
13. Helping students to learn 29. Preparing for retirement
14. Designing courses 30. 1Improving publicity
15. Assessment and examinations 31. Supervising overseas
16. Providing feedback to students students.

Just as important as the topics, however, a.ie the modes of teaching and
organising the workshops or seminar. Particular attention should be
paid to the overall goals, the documentation, the planned activities of
the participants, and the quality of any presentations. A danger in
workshops is that the planned activity {s not perceived as relevant. A
danger in seminars is that participants pool {ignorance and
well-rehearsed prejudices rather than knowledge and insights.

E ACADEMIC MANAGEMENT AND LEADERSHIP

All academic staff are concerned to some extent with academic
management and leadership so {t i{s appropriate to provide courses on
such matters for lecturers, senior lecturers and professors.
Managerial tasks and functions vary according to size of department and
the subject of the department. The list that follows provides examples
of topics which would be appropriate for training courses in academic
management and leadership:

Supervision of clerical and technical staff
The role of the head of department
Managing departmental funds

Introducing innovations

Managing a research group

Publicity and public relations

Chairing meetings

Improving committee work

Diagnosing departmental difficulties

Staff selection

Ip-7...
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16.

Staff appraisal and support

Health and safety at work

Course design

Revieving departments

Identifying departmental training needs.

Universities might also provide some internal {nduction courses for
heads of departments concerned with specific procedures and policies
As in the case of courses on teaching and research, aanagement cours;s
should, as far as possible, be practically based. Role-plays,
simulations, problem-solving tasks and discussions are useful modes of
learning management strategies and skills. Follov up and review
activities could be built into the courses to enable participants to
examine and modify their practices.

F DEPARTMENT-BASED TRAINING

Department—-based training activities are valuable for both new and
experienced staff. The training activities might be linked with the
programme of courses and workshops provided by the university. Smaller
departments may wish to collaborate in offering joint training
activities.

The following suggestions for department-based training activities
could be used for less experienced staff:

Outlining the year's programme of teaching and research
activities, including the deadline for examination questions,
likely pressure on laboratory space, meetings and times for
submission of items, registering and upgrading research students.
Helping a new lecturer to prepare and structure a lecture.

Attending selected lectures and providing constructive comments on
the new lecturer's mode of presentation.

Sharing a lecture with a new lecturer. (Team lecturing).

Sharing a seminar.
Observing a seminar, tutorial or research supervision.

Discussing the construction of examination questions and, where
appropriate, marking schemes.

Helping a new lecturer to write research articles and prepare
conference papers.
Helping s new lecturer to prepare research subaissions and other

reports.

lp.8...
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Some of the above activities ma be useful

vho are interested in refrechin; their appriZZh::r:oe:z:::::Ced ;t.ff
research. The activities are best undertaken voluntarily be:v:n
colleagues. Other department-based activities aight include se:: ti
and interviewing students, helping overseas students, organisin cHine
research supervision, admission procedures, and word processotsgand
their effect upon departmental procedures.

In addition to specific training activities, departments might provide
systematic job rotation for their members so that all colleagues have

some responsibility for each of the ma jor management/administrat{ve
functions of the department.

If department-based training is provided, it {s f{mportant for someone
within the department to have the responsibility for co-ordinating the
programme of training activities and for providing a brief annual
report to the university committee. Such reports might also be of
assistance to other departments planning to develop their own training
programmes.

G UNIVERSITIES, DEPARTMENTS AND STAFF

Just as individual members of academic staff have responsibility for
their own training, so has a university and department a responsibility
to identify training needs, to provide training opportunities and to
recognise the training undertaken.

Training needs may be identified i{n three ways. First, the relevant
committee could conduct s survey, inviting each member of staff to
indicate an interest in particpating in, leading or contributing to a
particular workshop or seminar (based on the topics listed in
Appendices 3-5). Second, each department might discuss {ts training
needs, based upon brief reports from individual members of staff on
their plans for teaching, research and management during the coming
year. Third, the appointed co-ordinator could discuss inforwally with
some heads of departments each year their possible training needs. For
example, an intake of overseas postgraduate students may require some
modification of supervision procedures within a department and greater
expertise in developing students’' writing skills in the subject area of
the department.

A simple method of evaluating the relevance and usefulness of training
is to ask participants to provide written comments on & course or
workshop immediately aftervards and again six months later.

Recognition of training activities undertaken by staff may be provided
in a variety of formal and {nformal ways. Attendaace at training

courses could be included in submissions to promotion committees at the
end of probation, at the efficiency bar and in applications for senfor

/p.9...
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posts. Reports on courses attended outside the institution could b
submitted to the departaental meeting and to the committee con:erne:
with acadeaic staff training and development. It 1s hoped that
universities and departments would take account of attendance at

training courses when considering applications of staff for established
posts and promotion.

A favourable climate for training and development helps to ensure that
participation in training is taken for granted. It is particularly
valuable for senior officers of a university and senior staff of a
department to demonstrate their interest {n the courses and wvorkshops
attended by their staff and in the problems of academic staff training
and development. Without commitment on the part of universities and
departments, academic staff training will not flourish and a code of

practice will remain a theoretical exercise rather than a professional
reality.
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APPENDIX NINE

ACCOMPANYING LETTER FOR SURVEY ON STAFF APPRAISAL

To: Deans of Facultes
Heads of Department
Members of Senate
Chairmen of Staffing Committees
President of Non-Professorial Staff Association

Chairman of Sheffield Asssociation of University Teachers 12 January 1987

Dear Colleague

STAFF APPRAISAL:
BACKGROUND INFORMATION and AN INVITATION FOR COMMENTS

All universides are being asked to include proposals for Staff Appraisal in their current thinking
and development plans. There are two main reasons for this. First, appraisal procedures ma;
be of help to members of staff themselves in their own career development. This is a positive
and creative aspect of appraisal which, it is hoped, would commend itself to all of us. Second,
as spenders of public money, universiies may be pressed to introduce such schemes in the
context of public accountability. We could not ignore such pressure but could certainly help
shape it constructively by coming forward with positve ideas.

Members of Senate will be aware that I have been asked to initiate discussions of staff appraisal
within the University. To that end, I have set up and chaired a small working party whose
task is to produce a Senate Green Paper for debate later this session. The present
document is circulated as a prelude to producing that Green Paper, with the intendon of
initiatdng a widespread consideradon of this important topic throughout the University prior to
Senate’s own discussions. It is also intended that this document should encourage deparunents
and individuals to inform the Working Panty of views they would like to have taken into
account in producing the Green Paper.

The materials attached are*:

1.(Salmon) A paper which identifics the main questons that the Working Party thinks must be
addressed if the University is to set up a staff appraisal system, together with its own
tentative comments on them.

2.(Yellow) A description of the appraisal system now in compulsory use for all newly appointed
academic staff in the University of Exeter .

3.(Cream) An example of a staff appraisal form to indicate the sort of information which might be
sought.

4(Blue) A review by R C Pennington and M J O'Neill endded Appraisal in H igher Education:
Mapping the Terrain

5. (Pink) A pamphlet from the Industrial Society aimed at schools and entided Staff Appraisal .

1 i ] ] ic Training in Higher
6. (Green) An unsigned article from the Bulletin of Qader._shxp and Academic
( Education and Research describing an imaginary dialogue berween two aP}cads of
department following their attendance at an introductory lecture on staff appraisal.

i 1 initiate

1d ask Deans of Faculties and Heads of Departments to use this documentaoon to 1l
(Iii:vc%‘;goa:s within their own Faculties and Departments. The documentagon ts also being sent o

i ] i 1d encourage discussion.
other colleagues both for information and in the hope that they too would encour:
* The Working Party would welcome comments from all these bodics and from individuals.

PTO
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The Working Party also believes that a good way to ensure ad i
issue mlghg be.ror e.ach department to present to the Working el’qa‘g;ef::bsat:;sgrt:: lst
incorporation into its Green Paper a description of the kind of appraisal sqsten
that it behev.es-would be sensible and feasible for its own needs. It would be )l::o ::1
that such submissions would answer or comment on the questions raised in Paper 1 (salmon) d

The Senate on 13 May 1987 would seem to be the carliest one that can be allocated for a Staf
3 . 3 . r
Appraisal Green Paper. To that end, and bearing in mind the time likely to be needed for analysing

and summarising the returns, and preparing the Green Paper, the deadline [ issi
i et ey p g pe adline for submissions

May I thank you all for your help and co-operation?

Prof R J Nicholson

Members of Working Party on Staff Appraisal:

Dr D M Burley

Prof J P Frisby

Prof E J C Garden

Mrs P A Luker

Mr M McCormick

Prof R J Nicholson (Chairman)

*In order to save on the costs of duplicating lengthy papers, only Items 1 and 2 are being circulated to members of
Senate. Should your copy not have these items, in the first instance please ask to see those provided for your Head
of Department. Should that for any reason be inconvenient, the full set of papers can be consulted in the office of
Mrs P A Luker, Department of Personnel Services (ext 4022).
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APPENDIX TEN

QUESTIONS REGARDING STAFF APPRATSAL 12 January 1987

The following questions, and the tentative comments on them of the Workin
Party on Staff Appraisal, are intended to help promote debate about man 7
important details that would need attention if Senate were indeed to dezlde
in favour of an appraisal scheme.

1. Who are to be the appraisers?

A top-down scheme? (Eg Heads of department appraise their staff?)
A peer appraisal scheme?

The Working Party has no firm views on this question at the present time. It
suspects that the needs of various departments will differ according to
such factors as size and past history. Replies from departments will, it is
hoped, clarify this issue. The Working Party would be particularly
interested in hearing any comments, for and against, on the practicality of
appraisal by peers.

2. Who are to be the appraisees?

The Working Party suggests that in the first instance any scheme should be

3.

limited to academic, and possibly academic-related, staff. Experience
gained in those areas will be of benefit in future extensions to clerical,
technical, and ancillary staff. Is this initial restriction sensible?
Comments on this question from committees dealing with the latter staff
will of course be sought as part of the current consultation exercise.

How will senior staff be appralsed?

It is commonplace in the literature on staff appraisal to find it said that

q.

any appraisal scheme must include, indeed often begin with, senior staff.
The guideline seems to be: “No one should be an appraiser who is not
himself or herself an appraisee.” The Working Party is keen to learn of
practical ways of appraising staff at head of department level and above.

What training will be required?

The Working Party takes it for granted that some training is essential for

S.

The Working Party particularly invites c

all staff receiving and delivering appraisal. Clearly some way must be
found of keeping this potentially huge and expensive task within reasonable
bounds in any given year. The Working Party would be interested to know
the minimum training thought justifiable in the first instance. Would
familiarisation via circulated literature and talks to each department
given by the Staff Training and Development Officer (Mrs P A Luker) be
sufficient to get a worthwhile scheme going? Whereas it would appear
sensible to the Working Party that any scheme should be instituted on a
university-wide basis, nevertheless it might be desirable to have some
departments receive more extensive training than that just suggested in the
first year, and therefore aim at a more extensive appraisal system. This
training could then be given to other departments in subsequent years.

What activities are to be appraised?

omment on the activities outlined in
all seven of those activities be

the University of Exeter scheme . Need
. 1 staff? Practical considerations

‘ 1
appraised in any given year and for a
might suggest 1imiting the scope of the content of appraisal for any given

individual in any given year, at any rate in the early years of
.implementation of an appraisal scheme.
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6.

How often are staff to be appraised?

The Working Party believes that an annual exercise is probably most sensible,

7.

at any rate in the early stages of implementation. Do you agree?

What documentation should accompany appraisal?

The Working Party takes the view that a written record of agreed goals, and

8.

progress towards their achievement over the years, should be part of any
appraisal system. NWithout a written record misunderstandings are almost
certain to arise. The Working Party would like to hear views on who should
have access to such records. Clearly a basis of confidentiality needs to
be maintained but a member of staff's appraiser will almost certainly have
to change from time to time. Also, what type of documentation is
desirable? A standard form has the benefit of providing prompts about what
might be considered but a single form might not suit the needs of all
departments.

Should the exercise be linked to promotion?

The Working Party takes the view that the answer to this should be 'definitely

not'. To emphasise as far as possible the distinction between appraisal
21 assessmeat-for-promotion, it sugges!s that appraisal should be
conducted at a different time of year from assessment. (Appraisal and
assessment might also be conducted by different people of course, depending
on the type of appraisal system chosen.) Comments on these matters are
invited.

PLEASE. SEND YOUR REPLIES TO THE WORKING PARTY ON STAFF APPRAISAL

c/o Mrs P A Luker
Staff Training and Development Officer

To help promote as much open debate of staff appraisal as possible, no replies

will be regarded as confidential unless an explicit request is made to the
contrary.

1E_BE2LIES_A8E_IQ_BE_IA5EH_1HIQ_ACCQHNI_IH_ZBEEABIHG—IEE
EQBIBCQHIHG_GBEE8_2A2E8_Qﬁ_SIAEE_AZZBAISAL_IHEI_HHSI_BE

SUBMITTED BY THE DEADLINE OF

Wednesday 25 March 1987
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