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The Standards for teaching and supporting learning in England and Wales were launched
in January 1999 at a major national conference in London. This was supported by launches
in Wales (in February) and in five English regions (during February and March). A copy
of the standards was sent to every college in England and Wales and to every HE institution
and other organisation with an interest in the sector. The standards have also been made
available on the FEDA website (www.feda.ac.uk) and from FEDA and FENTO in
response to requests from individuals and organisations.

To back up this dissemination effort, the Department for Education and Employment
(DfEE) funded a further implementation exercise: HE institutions, colleges and other
agencies undertook small-scale implementation projects to explore the standards’ use 
in developing qualifications for FE teachers and in influencing college human resources
(HR) development practice. In all, 33 institutions confirmed their intention to conduct
projects; 32 submitted reports, covering the following main areas:

� Impact upon initial teacher training (ITT) qualifications
� Use in observation of teaching and learning
� Use in recruitment processes
� Use in reviewing schemes of appraisal
� Impact upon continuing professional development (CPD) activity.

The projects’ overall aims were to spread awareness of the standards among 
potential users, and to provide examples of how they might be used in practice.

General messages from the implementation work

The standards were welcomed in almost all participating institutions; participants 
were keen to find ways of incorporating them into their work. The projects highlight 
a wide range of uses for the standards.

The projects were a great help in spreading awareness of the standards within institutions,
and demonstrated that many college teachers are still largely unaware of the standards’
existence. There is far more awareness among college managers and those with a specific
responsibility for staff and HR development.

The standards were found to be useful in identifying gaps in provision on qualification
programmes, and in identifying shortcomings in college HR procedures. In a number of
respects, the standards present a challenge to current practice, to which colleges and 
HE institutions are rising.

On a less positive note, the pressure currently experienced by college staff in coping with
new initiatives affected their ability to make the most of the project work. Staff struggled
to complete the work to the degree that they would have wished, for various reasons:

� General pressures of time
� Restructuring
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2 Standards in action

� Inspection
� Lack of understanding of, and in some cases interest in, the context 

influencing the development of the standards and their potential uses.

There are also issues regarding the standards’ language and concepts, which are still seen by
some – particularly part-time teachers – as jargonistic and complex. The comprehensiveness
of the document itself was seen as intimidating by some involved in the project work.

Impact of the standards on qualifications in ITT

The project work shows that providers are responding enthusiastically to the challenge of
reviewing awards, and are looking at ways to adapt qualifications so that participants are
developed to the new standards. A number of issues have emerged from this work; some
are being addressed by further implementation activity commissioned by FENTO, and
some will be resolved by the providers as they work with the standards during the
delivery of qualifications.

HE institutions are concerned about the academic level to which students on
standards-based courses should be developed. In particular, the knowledge and critical
understanding specified in the standards could be taught at anything from Level 1 to
Level M. (These are academic levels usually applied within the HE sector to identify 
the level of an academic programme or module comprising part of a programme; 
Level 1 equates to the first year of a degree course, and Level M to a Master’s-level
award.) Currently there is no consistency within higher education regarding the level 
of Certificate in Education (Cert Ed) or Postgraduate Certificate in Education (PGCE)
programmes. A set of national standards could facilitate the emergence of more
agreement in this area.

There are similar concerns about the breadth of the standards, with a general
acknowledgement that not all of them can be included within a programme of ITT. 
Some clearly relate to CPD activity. Linked to this is the existence in the FE sector of a
wide range of hybrid roles: supporting learning is combined with other activities, such 
as those of technician, adviser or librarian. Which standards are essential for anyone
involved in supporting learning, whatever their role, and which can only be reasonably
expected of the ‘mainstream’ teacher?

Many HE programmes of ITT are aimed at those in the wider post-compulsory
education sector. Typically, Cert Ed/PGCE programmes cater for students from the FE
sector, work-based training providers, those involved in adult education and community
education, nursing staff and members of the police and armed services. The standards’
applicability to all these groups is questionable. This creates problems for HE providers
in constructing programmes of study to meet the needs of their various client groups.

A number of HE providers offer joint programmes of teacher training for FE and 
HE staff. The Institute for Learning and Teaching in Higher Education has its own
criteria for courses leading to membership, and this again creates problems of working 
to two sets of requirements. Many HE providers feel that their ITT programmes go
beyond the standards, developing teachers’ reflective practice in and critical awareness 
of curriculum development, specialist subject teaching, and the management and
organisation of post-compulsory education.

HE institutions warn of the danger of atomisation of learning, an issue often
associated with standards-based qualifications.

There is a lack of consistency in the amount of credit awarded to Cert Ed/PGCE
candidates who have already achieved the City and Guilds Further and Adult Education
Teaching Certificate. This ranges from no exemption at all to exemption from the whole
of the first year. Again, the standards’ existence can facilitate the harmonisation of 
credit, given that they provide a framework for a common City and Guilds 
programme across all providers.
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Impact of the standards on college practice

Colleges struggled to use the standards effectively in the observation of teaching and
learning for self-assessment purposes. The standards imply a much broader concept of
the teacher’s role than that which is usually the focus of evidence production regarding
the ‘teaching and promoting learning’ function. In this way, the standards can point to
shortcomings in college observation procedures.

It is clear that the standards can be useful in the recruitment process, 
especially when drawing up job descriptions and person specifications.

Mixed success was reported in using the standards to review and adapt appraisal schemes.
In general, the standards were thought too detailed for use as a basis for appraisal schemes;
instead, colleges sought to identify those key areas of the teacher’s role they considered 
of particular importance, and selected from the standards only those elements relevant 
to these key areas.

A further issue relating to appraisal was the problem of evolving different appraisal
schemes for teachers and for support staff. Many colleges make it a matter of principle
that both occupational groups have the same appraisal system. Perhaps the key issue here
is that the appraisal schemes need to contain the same processes, but that the aspects of 
a job role being appraised will differ between occupational roles.

The projects suggested a wide range of possible applications of the standards in
promoting CPD. Again the point was made that the standards can intimidate through
their sheer level of detail. The need to familiarise staff throughout the college with 
the standards emerged as an important prerequisite to their more widespread use 
in CPD activity.

The project reports

The reports that follow have been prepared by the following organisations:

� Bilston (now Wolverhampton) College
� Bolton College
� De Montfort University
� Education Lecturing Services
� Gateshead College
� University of Greenwich
� Highbury College
� Hopwood Hall College
� University of Huddersfield
� Kensington and Chelsea College
� Manchester Metropolitan University
� New College Swindon
� North Warwickshire and Hinckley College
� Strode College
� Swansea College
� Wakefield College
� Walsall College and Dudley College
� University of Wolverhampton.

All the project work was carried out between January and June 1999.
While it has not been possible to include in this publication the reports from all

participants, FEDA and FENTO are grateful to all who took part and explored the use 
of the standards in their own organisations. Each report is structured around a common
set of headings providing information on the organisation itself, the purpose of the project,
how the work was conducted, the outcomes of the project, and comments on how others
might use the standards in a similar way.
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Summary

The project reports show colleges and HE institutions willingly working to incorporate
the standards into their work with FE staff who are teaching and supporting learning.
The standards can present a challenge to institutions that have evolved systems and
procedures matching the needs of their own specific client groups. In seeking to promote
the use of the standards across the sector, inevitably there will be issues that need to be
addressed and people who need to be convinced of the standards’ value and applicability.
FENTO is grateful to those colleges and HE institutions that participated in the projects,
and welcomes their willingness to engage in the use of standards. FENTO will continue
to work with all who have an interest in the sector, to raise standards and improve the
quality of the experience offered to learners.



The Certificate in Education (Cert Ed) and Postgraduate Certificate in Education (PGCE)
programme in Post-Compulsory Education (PCE) at De Montfort University has been
running in its present form for three years, following a similar Cert Ed programme in
Further and Higher Education which had run in various forms for almost 20 years. 
The programme is currently offered at three centres – two university sites and one associate
FE college – with two more associate college centres to join in the next academic year.

The programme is two-year, part-time, modular and outcomes-based, with module
outcomes differentially specified for the Cert Ed (at Level 1) and PGCE (at Level 3). 
The structure is based on a spiral curriculum: material is introduced during Stage 1 
(the first year) and selectively elaborated during Stage 2. Students gain ‘advanced standing’,
enabling them to proceed directly to Stage 2, if they have obtained the City and Guilds
Further and Adult Education Teaching Certificate (FAETC) (730).

According to the handbook, the project’s aims and objectives are:

� To provide a core professional training in teaching 
for staff working in the area of PCE

� To provide opportunities for staff additionally to pursue 
relevant areas of professional educational interest in greater depth 
through a Professional Discipline module

� To equip staff to understand and work with professional, 
organisational and policy change in this area of education

� To provide an effective base for further personal and professional 
development by the encouragement of reflective practice.

On completion of the programme, you should – in the context 
of your professional discipline –

1. Be able to demonstrate your understanding of the core elements 
of the professional teaching task, in respect of:
� Curriculum planning
� Diagnosing and providing for the needs of students 

at a variety of levels in the participant’s discipline
� The design of taught sessions using a variety of methods and media
� The assessment and evaluation of teaching.

2. Have demonstrated your competence in:
� Planning, delivery and evaluation of taught sessions
� Communicating effectively with students
� Using a variety of resources and media to support teaching
� Facilitating students’ active learning
� Assessing student learning and performance
� Evaluating and further developing your teaching.
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6 Standards in action

3. Have understood and shown your ability to apply professional values
appropriate to teaching in PCE, including those of:
� Respect for students and their potential and weaknesses
� Equal opportunities
� Professional obligations for the delivery of high-quality services
� Commitment to development of your competence in your original discipline
� Effective working as a member of an organisation and of a team
� Reviewing and revising practice in the light of increased 

understanding and of external change.

There is the expected degree of fit between these aims and objectives and the 
FENTO standards. The project described here was aimed at improving this fit.

Description of the project

Programme staff had already conducted a paper-based mapping exercise, in which the
programme’s specified module outcomes were checked for their comprehensive coverage
of the standards. This exercise had exposed some gaps: of the 490 items in the complete
standards, the programme did not fully address 88.

Of course, some of these unaddressed items would properly be the province of college
induction procedures or of continuing professional development (CPD) provision for
experienced and qualified staff. Nevertheless, staff were aware that this exercise had
simply been paper-based, and that they did not have empirical knowledge of the 
student experience.

Our project was therefore conducted to obtain that empirical evidence. Its formal
object was to ‘investigate student self-assessment of their knowledge and competence in
respect of the national standards, and how these had been covered on a Cert Ed/PGCE
(PCE) programme’.

Conduct of the project

A questionnaire survey was carried out among students currently undertaking 
a Cert Ed/PGCE (PCE) programme validated by De Montfort University.

The survey was undertaken on the programme’s residential block at Easter, and
completed as part of a plenary session; this ensured a response rate of over 90%.
Students have to attend the ‘spring symposium’, as it is known, once over the course 
of the two years; hence, some respondents were still in the first year of the programme,
and others were within half a semester of its completion.

Part of this year’s symposium was a series of plenary sessions on ‘Quality in PCE’; 
the survey was introduced in the third of the four sessions.

The questionnaire requested the initial information presented in Table 1, opposite.
The full set of standards consists of 490 items. Even with a ‘captive’ sample, it was 

not thought realistic to ask respondents to rate themselves against every item. The items
identified were therefore the specified generic knowledge under each of the eight main
headings, and the major sub-headings (a1, etc.). This yielded 99 items – a high number,
but one that was felt to be manageable.

Students were asked to:

… mark the answers which apply in standard lottery fashion, 
with a clear mark between the square brackets:

� Column 1 – ‘Familiar before training’: mark this column if you feel you were
familiar with this topic or skill before you started on either this programme 
or any 730 course you did. Filling in this column does not preclude you
marking one of 2, 3 or 4.
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� Column 2 – ‘Covered on 730’: only fill in this column if you did the 730. If you
do fill it in, do not fill in Column 3. The column is greyed out as a reminder.

� Column 3 – ‘Covered on Stage 1’: this relates to Stage (or Year) 1 of this
programme. Clearly you cannot fill this in if you had advanced standing, 
and hence if you filled in Column 2.

� Column 4 – ‘Covered on Stage 2’: this relates to Stage (or Year) 2 of this
programme: if you are still on Stage 1, leave it blank. [Blank returns for any
item were ignored in processing, so the figures below are based on completed
returns only for each item.

� Column 5 – ‘Not covered’: if Columns 2, 3 and 4 are blank for any given item,
this column should be marked.

� Column 6 – ‘Not applicable to me’: if you believe that the item does not 
apply to you, perhaps because you do not work in mainstream FE, mark this
column, irrespective of whether you have already marked one of the others.
The column is greyed out as a reminder.

Table 1. Student survey: initial section of the questionnaire (raw % scores inserted)

Question Option %

1. Are you presently on Cert Ed 61
the Cert Ed or PGCE? PGCE 39

2. Are you in Stage (Year) one or two? Stage one 55

Stage two 45

3. How many years had you  Less than one year 23
been teaching before you Between one and two years 34
started this programme?

Three or more years 42

4. Please indicate the  Further education 61
setting in which you do Higher education 5
most of your teaching.*

Adult education 23

Public service (e.g. NHS, police, etc.) 20

Business/industry 7

Other 5

5. Did you claim Advanced Standing Yes 50
on this programme? No 50

6. Please indicate if  16–19 55
you work in any of Access 16
the following areas

Adult basic education 30
(tick all that apply).

GNVQs 23

Non-vocational education 27

NVQs (not GNVQs) 32

Special needs 16

*Some respondents ticked more than option.
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The sample consisted of 44 students attending the programme’s residential block. 
It breaks down thus:

Table 2. Student survey: sample details

The overall sample size is such that detailed cross-tabulation of results is not likely 
to be significant. In any case, the spread of results suggests that structural factors 
did not account for much variation in the response.

Where respondents had, despite instructions, scored more than one box, the first or
left-most box was counted. This may have inflated some of the ‘Familiar before training’
and ‘Covered on 730’ results.

Project outcomes

The number of items rated as ‘Not applicable to me’ was trivial: only 21 out of a total
4356 item scores. In general, the items rated as covered (or not) at the various stages 
of the programme were:

Figure 1. Familiarity with the standards: mean results over all items (all respondents)

Note that the 55% of respondents who were still undertaking Stage 1 of the programme
had been instructed to leave the ‘Stage 2’ column blank: they could not be expected to be
sure about what would be covered by the completion of Stage 2. Responses relating to
Stage 2 coverage were therefore entered by only 45% of respondents. To check whether
this had significant effects, the figures were also processed for Stage 2 respondents alone.
The differences were not significant, as shown in Figure 2.

Respondents with two or more years’ experience of teaching in further education
believed that they had covered slightly more of the standards before undertaking the
programme (26% rather than 22%), but this result is not statistically significant, 
as shown in Figure 3.

The results were also broken down by key area, as shown in Figures 4–11. The question-
naire referred to several items in each key area, and the results were calculated on the basis
of responses to all the relevant items, rather than to the headings as such.

Stage of programme Years of experience Programme

1 2 <1 1—2 >2 Cert Ed PGCE

Number of FE students 10 23% 17 39% 8 18% 11 25% 8 18% 16 36% 11 25%

Number of non-FE students 14 32% 3 7% 2 5% 4 9% 11 25% 11 25% 6 14%

Total number of students 24 55% 20 45% 10 23% 15 34% 19 43% 27 61% 17 39%

Covered 730/Stage 1
44%

Familiar before courses
22%

Covered Stage 2
26%

Not covered
8%
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Figure 2. Familiarity with the standards: mean results over all items (Stage 2 respondents only)

Figure 3. Familiarity with the standards: mean results over all items 

(respondents in FE with two years’ experience or more)

Figure 4. Familiarity with the standards: mean results over Key Area A items (all respondents)

Covered 730/Stage 1
49%

Familiar before courses
21%

Covered Stage 2
23%

Not covered
7%

Covered 730/Stage 1
41%

Familiar before courses
26%

Covered Stage 2
25%

Not covered
8%

Covered 730/Stage 1
53%

Familiar before courses
33%

Covered Stage 2
13%

Not covered
1%



Key area a (assessing learners’ needs, see Figure 4) was the key area with which the 
most respondents (33%) had been familiar before they embarked on the programme.
Furthermore, 86% assessed themselves as having met the standards in key area a
by the end of the first year.

Key area b (planning and preparing teaching and learning programmes for groups 
and individuals, see Figure 5) fits with the general pattern of being covered, according 
to around half the respondents, in Stage 1 or the FAETC. Given its basic character, 
it is noteworthy that 7% of students felt it had not been covered at all.

The results for key area c (developing and using a range of teaching and learning
techniques, see Figure 6) are almost identical to key area b, although the numbers
allocating it to Stage 2 in the programme rise slightly.

Key area d (managing the learning process, see Figure 7) comes slightly behind key
area a on the ‘Familiar before training’ score. Respondents who had embarked on any
teaching at all would have had to develop at least survival skills in this area. The question-
naire did not ask for an assessment of the level at which these or other skills had been
attained; there is suggestive (although again not significant) evidence that students’
confidence in their ability to have addressed this key area before training declines 
slightly between Stages 1 and 2.

Key area e (providing learners with support, see Figure 8) shows a small shift towards
Stage 2, which includes a module specifically on this area. The number answering 
‘Not covered’ is surprisingly high.

Key area f (assessing the outcomes of learning and learners’ achievements, see Figure 9) 
was covered for almost 60% of respondents on Stage 1 or their FAETC.

Key area g (reflecting on and evaluating one’s own performance and planning future
practice, see Figure 10) shows a distinct shift towards Stage 2 of the programme,
although the ‘Not covered’ sector is again larger than usual.

Key area h (meeting professional requirements, see Figure 11) also has a high 
‘Not covered’ score. This is consistent with the findings of a mapping exercise linking 
the standards to intended programme outcomes, which found that this area attracted 
the least explicit and discrete attention.

Generally speaking, the results of the survey were consistent with expectations,
informed by the results of the preliminary mapping exercise. The results do not differ
significantly between the different student groups identified in Table 1; this is frustrating
from a survey point of view, but suggests from the educational perspective that variations
are likely to be caused by personal idiosyncrasies rather than other features. In view of
the focus of the survey, no questions relating to gender, age or ethnicity were asked.

The most pronounced result is the heavy weighting in favour of Stage 1 of the
programme and the FAETC. Given that the programme is explicitly designed on a spiral
curriculum, in which all topics are introduced early on and then explored in greater depth
later, this is not unexpected. The instruction to note the point at which the items were first
addressed, combined with the convention of taking only the left-most response on the
form, reinforced this weighting.

Indeed, the raw percentage scores indicate that items in some areas were more compre-
hensively addressed on the FAETC. In some cases this may be true, but in others it appears
to be a result of the survey construction and instructions. One cohort of the programme
had been offered Stage 1 assessment in the context of an FAETC course, and subsequent
questioning suggested that they had ticked the ‘730’ box rather than the ‘Stage 1’ box in
the questionnaire; hence the presented statistics do not differentiate the two routes.

It is not, however, clear whether the results would have remained the same had it been
possible to ‘drill down’ to more detail. In the mapping exercise there was little difficulty
in finding outcomes that corresponded with the headings (major and minor) used in this
survey, but it was more difficult to match up the detailed specifications.
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Figure 5. Familiarity with the standards: mean results over Key Area B items (all respondents)

Figure 6. Familiarity with the standards: mean results over Key Area C items (all respondents)

Figure 7. Familiarity with the standards: mean results over Key Area D items (all respondents)

Covered 730/Stage 1
53%

Familiar before courses
25%

Covered Stage 2
15%

Not covered
7%

Covered 730/Stage 1
50%

Familiar before courses
21%

Covered Stage 2
23%

Not covered
6%

Covered 730/Stage 1
53%

Familiar before courses
29%

Covered Stage 2
14%

Not covered
4%
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Figure 8. Familiarity with the standards: mean results over Key Area E items (all respondents)

Figure 9. Familiarity with the standards: mean results over Key Area F items (all respondents)

Figure 10. Familiarity with the standards: mean results over Key Area G items (all respondents)

Covered 730/Stage 1
58%

Familiar before courses
17%

Covered Stage 2
22%

Not covered
3%

Covered 730/Stage 1
34%

Familiar before courses
16%

Covered Stage 2
39%

Not covered
11%

Covered 730/Stage 1
40%

Familiar before courses
23%

Covered Stage 2
26%

Not covered
11%



Figure 11. Familiarity with the standards: mean results over Key Area H items (all respondents)

Even so, Figure 10 (which is based on all respondents, not just those on Stage 2) shows
that almost 40% of respondents identified Stage 2 as the point at which reflective practice
really develops. This should be noted lest it be thought that everything can be covered 
in an intensive one-year programme: the cultivation of reflective practice requires an
opportunity to assimilate ideas and skills and to work with them before they become
accessible to development through disciplined reflection.

Comparison with the mapping exercise, however, shows that the students generally
considered the programme to have covered more of the material than we (the tutors) did.
The mapping exercise had shown that 16 items on the questionnaire list were not addressed
by specific outcomes, but only seven of these were rated as ‘Not covered’ by 20% or more
of the respondents. However, 16 items that we thought had been covered (or were to be
covered after the residential block) were not recognised by a substantial proportion of
respondents. The delivery of the programme in slightly different ways at three separate
centres may account for some of this variation.

Two ‘generic knowledge’ items (‘their personal responsibilities for health and safety’ in
key area d and ‘community links and ways of accessing them’ in key area b) attracted
both ‘Familiar before training’ and ‘Not covered’ responses. These, like other items that
may be covered in college induction programmes, refer to matters that are in some measure
specific to the institution and teaching area. They might be covered in general terms on
taught programmes, but require experience, personal research or information from
employers to be addressed properly. More such items might well have appeared if 
we had been able to survey all the items in the standards, such as those relating to
advocacy for resources that do not appear on the survey list.

As Figure 11 shows, the area that is least covered (or is felt not to be covered by 
the most respondents) is key area h. For example, the reference to professional codes 
of practice led some FE staff to remark that they did not know such things existed. 
The figures may have been even higher, but for the presence in the sample of a number 
of nurses and other staff who are more familiar with such codes.

As there was no statistically significant difference between the responses of students 
in different settings and disciplines, the standards may be seen as having high overall
validity for everyone involved in post-compulsory education and training. The very low
number of items marked ‘Not applicable to me’ supports this, particularly as 39% of
respondents may be deduced as not working in further education (The figure for the
programme as a whole is 52%.)

Standards in action 13
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38%

Familiar before courses
20%

Covered Stage 2
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16%



It is not, however, clear at what level the standards need to be addressed: it could be
claimed that the ‘familiarity’ criterion used in our survey merely indicates that respondents
recognised the relevance of the items. While we are comfortable with the assessment level
required of the ‘core’ (used as shorthand with awareness of the questions it begs) standards
found principally in key areas a, b, c and d, we are less clear about items such as those
concerned with community links or liaison with other stakeholders.

Reflections on the use of the standards

It is fortunate from our point of view that the programme is due for revalidation just as
the standards are being introduced, and that the information from our survey can be fed
into to the review process. However, the findings have wider implications, which may be
applicable to other programmes as part of the standards implementation project, and
which also raise some questions for colleges about induction and CPD. 

We have also undertaken a small survey of other providers of Cert Ed/PGCE (PCE)
programmes, which suggests that most programmes are similar in structure. This is not
surprising; although undertaken on the whole with less rigour (and fewer resources), all of
them are based on a similar analysis of the requirements for teaching in further education
today. The evidence of this project’s survey therefore suggests that programmes are likely
to be addressing about 80% of the required outcomes, as constituted at present. The major
areas requiring attention are those outside the ‘core business’ of face-to-face teaching. 

Most of the standards within the ‘core business’ were addressed within Stage 1 
of our programme or on the FAETC. 

There seems to be a need to identify clearly the material that must be addressed within
induction programmes or by CPD within colleges; the featuring of many items from key
areas g and h in the ‘Not covered’ list suggests that programmes cannot be expected to
take on everything (as FENTO has already acknowledged).

On the other hand, the standards were perceived as being widely applicable by the
survey participants, whether they were primarily engaged in further education or in 
other areas such as professional or public service training. This should give providers
confidence that in embracing the standards they are unlikely to alienate an important
sector of their market.

The loading in favour of Stage 1 of the programme could be used by employers to
conclude that it would be sufficient to offer just the FAETC or its equivalent to address
the bulk of the standards. At first sight there may be something in this, but it is reflective
practice that enables staff to keep on learning and developing without having to be
pushed and retrained. The evidence suggests overall that reflective practice needs the
fuller programme in order to mature fully, and that the complete programme is likely 
to represent a better investment in staff development than the bare minimum required 
to meet a proportion of the standards.

The layout of the standards tries to demonstrate their internal rationale, but it is in 
the nature of all such exercises that items do not lend themselves to convenient division
into neat categories. Some of the lower-level items appear several times, for example.
Curriculum planning will have to take into account these considerations, and allow for
the implications of some standards for others. Taking our programme as an example, 
the ‘front-loading’ of the survey instrument combines with the programme’s spiral
curriculum structure to suggest that many items are addressed at an early stage, 
but it is not until the completion of the integrative Professional Discipline module 
that they can be claimed to have been addressed fully.

As is the case with many sets of requirements and competences derived from task
analysis and similar procedures, the priority to be accorded to particular items in terms 
of teaching is not apparent. The standards’ structure is broadly that of the cycle of the
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course, from planning and preparation through delivery to assessment. In undertaking
the construction of a curriculum based on them, we have to look for prerequisites in
terms of understanding and experience. There is a danger that in so doing we neglect 
the context of practice in favour of a more teachable sequence; the debate over 
‘situated learning’ models has exposed some of the problems inherent in this.

We are also confronted with the issue of academic standards within Cert Ed/PGCE
programmes. The attention given by the standards to some areas of study – learning
theory, for example – does not reflect those areas’ complexity. This raises the question 
of the credence to be attached to a student self-assessment exercise such as this: in some
areas, notably those of equal opportunities, students may well not know what they do
not know, and their self-rating as ‘familiar’ with an item may be a statement of blissful
ignorance. We do not wish to go down a fully competence-based route, but such an
approach does have the benefit of range statements that go some way towards specifying
the required level. Just how much should a staff member know, for example, about 
‘the role of information and learning technology in supporting learning and teaching’, 
and at what depth?

This suggests that there may also be some confusion about what needs to be known
corporately within a college (and accessible by staff members), and what needs to be 
at everyone’s fingertips.

In conclusion, we shall use the standards to inform the revision of the curriculum, with
little fear that in so doing we may become too specialised for our wider intake. We shall
also attempt to be explicit to students and sponsors about those items we will not address,
or will mention only in general terms, exhorting students to check out the details for
themselves (such as the details of internal college procedures, or of community links).

We shall, however, recognise that the standards do not themselves constitute a
curriculum, and that there may well be a need to go beyond them in some respects to
encourage students to develop their professional practice and adapt to various settings.
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The school currently offers a range of initial training programmes and qualifications 
for teachers in post-16 education and training. The Certificate in Education (Cert Ed) and
Postgraduate Certificate in Education (PGCE) in Post-Compulsory Education and Training
(PCET), and the Postgraduate Diploma in Higher Education (PG Dip (HE)), are provided
as full-time, pre-service programmes; the PG Dip (HE) is planned to fit with the emerging
requirements of the new Institute for Learning and Teaching in Higher Education (ILTHE).
All three of the above qualifications, as well as the Certificate in Teaching Competence,
can also be gained on an in-service basis through part-time attendance and flexible (distance)
learning. Our distance learning resources are paper-based with conventional tutorial
support or through computer-mediated communication via Lotus Notes.

The school has about 300 full-time students and 900 part-time (attending and distance)
students on the initial teacher training (ITT) courses (Cert Ed, PGCE and PG Dip). The
in-service Cert Ed/PGCE programmes are taught at Greenwich and are also franchised to
a network of 22 colleges serving an additional 700 students. The pre-service programmes
are operated in partnership with 14 colleges, which provide placements for the student
experience of practice teaching.

The school currently employs 35 teaching staff, five research staff and nine
administration staff who manage the above programmes.

Description of the project undertaken

This was a mapping project to inform staff of the FENTO standards and to examine 
the extent to which the units in our current Cert Ed/PGCE (PCET) programme cover the
elements in the standards. To obtain the award, students have to pass eight units: five are
compulsory core units, and students choose the remaining three from a range of option
units. The unit titles are:

Core/compulsory units

� Planning and delivering teaching
� Assessment of learning
� Policies and values in PCET
� The professional practice of teaching
� Perspectives on learning.

Option units

� Adult learners in PCET
� Contracting for learning
� Designing a curriculum
� Equality in PCET
� Flexible learning
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� Incorporating Key Skills
� Language, communication and learning
� Managing disruptive behaviour and difficult situations
� Perspectives on disruption
� Provision for students with learning difficulties and disabilities
� Teaching your specialism in PCET
� Tutoring in PCET
� Using information technology for teaching and learning.

Our project was, therefore, a necessary checking exercise in anticipation of FENTO
establishing a national accreditation system for recognised FE teacher qualifications. 
It was also an opportunity and vehicle for acquainting university staff with the aims 
and detail of the standards, so that they can participate in any course development 
and implementation arising from the standards’ use.

Conduct of the project

Our purposes were to make colleagues aware of the purposes and detail of the standards,
and to examine our current Cert Ed/PGCE (PCET) programme’s ‘fit’ with the standards. We
achieved both purposes through discussion with school staff and colleagues in FE colleges,
with the involvement of the three pathway leaders (for the full-time, part-time and distance
modes available at the school).

The comments in the sections below are based on a detailed comparison of the
programme outcomes with the standards.

A number of issues emerged in this exercise. For example, how ‘rigorous’ should be
the ‘read-off’ of the standards’ elements against our present outcomes? The standards do
not indicate depth or level in terms of practice or understanding; at the same time they are

‘comprehensive’ in that they spell out in detail all the skills and abilities necessary in FE
college teachers. Which elements should be seen as required in all ITT, especially pre-entry,
and which should be a part of later professional (college-based) development?

Another issue involves the explicit basing of the standards on an analysis of teaching
and learning support in FE colleges. A substantial proportion of our students in the part-
time and distance modes of study do not work in mainstream further education; they are
employed by private and voluntary training organisations, community centres and voluntary
bodies providing training and basic education. The range of work undertaken by these
teachers – and the context in which they are employed – is less broad than that of most
FE college lecturers. Are the standards intended to be used in the training and
development of all such staff?

We have also been mapping the ILTHE standards for teachers in higher education, 
since the programme serves HE teachers. Will FE teachers who teach on HE programmes
(and vice versa?) be required to meet both sets of standards?

Project outcomes

The standards were considered against the learning outcomes. Overall there was a 
good match. Where parts of standards are not covered by existing units, there are 
clear ways of incorporating those elements by adapting the units. Examples of 

‘mismatched’ elements are:

� a1 (identify and plan for the needs of potential learners)
� b3 (enhance access to and participation in learning programmes)
� e1 (induct learners into the organisation)
� e2 (provide effective learning support)
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� e3 (ensure access to guidance opportunities for learners)
� e4 (provide personal support to learners)
� g3 (engage in continuing professional development (CPD)).

The reason for the mismatch sometimes relates to the fact that the standards are not 
open to assessment in a programme of ITT; this is the case with e1, e2 and e3. This is not
to say that the importance of tutor guidance and support do not feature in such programmes;
opportunities for involvement and assessment, however, cannot be guaranteed. b3 and g3,
we would argue, are clearly more suited to CPD than to ITT.

All the other standards, and their elements, were found to be addressed already 
in learning outcomes. In some cases more explicit reference – to inclusive learning, for
example – could be made by modifying unit specifications. In adapting units it was again
realised that the intended use and coverage of topics must be clarified. Clearly not all
standards can be assessed in an initial programme of teacher preparation; early emphasis is
on practical issues of preparing and delivering teaching/learning and an assessment. It would
help if there were an agreed national framework of qualifications and programmes leading
to the Cert Ed/PGCE – probably divided into two stages in order to allow accreditation 
of prior learning (APL) for students from other programmes at appropriate levels.

Further mapping of the standards will take place against the units of the 
Bachelor of Arts and Master’s programmes run by the school, in the light of 
clarification of the standards’ use in the ITT programmes.

Reflections on the use of the standards

Most implementation issues have been referred to above, but two other 
key issues arose in our work.

Firstly, other awarding bodies and HE institutions have been engaged in mapping 
their programmes. In our view it would help to contextualise this exercise if the ‘recognised
teaching qualification’ referred to in the Green Paper could be identified. Most HE institutions
award the Cert Ed/PGCE for FE teachers and recognise other qualifications (such as City
and Guilds certificates) for APL. A nationally agreed framework would enable standards
to be improved, and would facilitate progression and mobility between programmes. 
It could also help to clarify the important distinction between ITT and further 
professional development.

Secondly, there is a need to clarify the needs of and provision for staff in FE colleges
(learning support assistants and others) and, for example, those engaged in private
training organisations and in community adult education.
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The School of Education and Professional Development (SEPD) has been associated with
the training and qualification of FE teaching and lecturing staff for over 50 years. Many
staff employed in the FE sector have undertaken initial teacher training (ITT) courses and
continuing professional development (CPD) programmes either at the university site itself
or in one of the 35 centres of the FE franchise network (which operates through colleges
of further education operating across the north of England).

As a whole, the University of Huddersfield currently offers courses for approximately
16 000 full-time and sandwich-course students; although these are predominantly
undergraduate, the number of postgraduate and research students has doubled 
since 1992.

The Certificate in Education (Cert Ed) and Postgraduate Certificate in Education
(PGCE) in Post-Compulsory Education and Training (PCET) are modular programmes.
Each module is worth 10 or 20 credit points; the final award is achieved when students
have 120 credit points. The Cert Ed comprises modules at Foundation level (Level 1 of
the Credit Accumulation and Transfer Scheme (CATS)); the PGCE comprises modules
mainly at foundation level, except for two modules that are at advanced level (CATS
Level 2/3).

Both programmes consist of six core and two optional modules. The modules, and 
the learning outcomes present in each module, are based on an analysis of the work of
the lecturer in PCET. There are modules covering the fundamental skills of teaching, the
facilitation of learning and curriculum development; two modules devoted to practice 
in the workplace; specialist modules; and modules that develop knowledge and skills
associated with individual growth, group dynamics, organisational behaviour and 
the needs of different client groups.

The concept of the reflective practitioner is embedded within the programmes, and
students are encouraged to analyse and reflect in detail as part of the process of development
and improvement. These reflections are set down in a ‘record of learning and achievement’.

The programmes can be studied on a two-year, in-service basis by lecturers in full- or
part-time employment in education and training. (These individuals come mainly from
further education, although there are growing numbers from other sectors such as the
police and health services.) They are also offered on a one-year, full-time pre-service 
basis as preparation for employment in further education; the pre-service courses 
contain periods of work experience.

There are currently 1200 in-service and 200 pre-service students registered with the
university on the Cert Ed and PGCE programmes.

Description of the project undertaken

The nature of the PCET programme at Huddersfield, together with the partnership
between SPED and the 35 franchise centres, led the PCET team to realise the importance
and potential of integrating the standards with the PCET modular curriculum.
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Many students joining the PCET programme are either employed or are actively seeking to
work part- or full-time in the FE sector. In conjunction with the franchise-centre tutors,
we considered it essential to be involved in the development and implementation of the
FENTO standards. This forms part of the development of the PCET curriculum to ensure
that the needs of students and employers continue to be met.

Our project is centred upon the ‘mapping’ of the standards across the PCET in-service
and pre-service curriculum, and in particular with the eight modules that all PCET students
must pass to be awarded the Cert Ed or PGCE. This mapping involves a detailed analysis,
which will result in guidance notes related to the achievement of the standards. These will
be available to tutors working on the PCET programme and also to students seeking FENTO
accreditation, with the aim of providing opportunities to cross-reference evidence of
achievement. The project is part of a continuing process of curriculum development 
and will continue after May 1999 with the express aim of assisting tutorial staff 
and PCET students to work with the standards in an integrated process.

The project involved the following activities:

� Identifying opportunities for student teachers to achieve the standards 
while undertaking Cert Ed or PGCE modules

� Assessing the extent to which modules needed to be amended 
and rewritten to accommodate the standards

� Comparing the opportunities for in-service and pre-service students to 
achieve the standards while studying for Cert Ed or PGCE awards.

Our initial objectives were to:

� Map the standards against our current Cert Ed and PGCE
� Analyse the standards and thus identify opportunities for collecting evidence 

for pre-service and in-service students
� Identify the potential interface with City and Guilds 730 provision
� Consider the implications for curriculum development
� Produce guidelines for students seeking achievement of the standards 

in conjunction with their work on the Cert Ed or PGCE.

Conduct of the project

A detailed mapping against the standards was carried out in three phases: 

� An overall mapping against the main sub-areas, to see where pre-service and 
in-service students could be expected to have the opportunity to achieve

� A summary of this mapping, indicating distinctions within the ‘in-service’ category
� A detailed mapping against the modules on the Cert Ed/PGCE.

The mapping found very substantial overlap between the areas covered in the 
Cert Ed/PGCE and those covered in the standards.

The category of ‘in-service’ was found to be too broad, and did not reflect the 
range of involvement and responsibility of different lecturers within further education.
The category had to be divided into three sub-categories:

� Lecturers with a tutorial role
� Lecturers with a substantial amount of teaching, but no tutorial role
� Lecturers doing only a small amount of teaching.

In relation to opportunities to achieve the standards, in-service lecturers with a minor
role appeared to have more in common with pre-service students than they did with 
other in-service lecturers.

The linkage of aspects of the standards with organisational knowledge and involvement
was the main factor making it difficult for some students to achieve them all.
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We found that mapping against modular programmes with learning outcomes must 
be done with some care, as different tutors adapt delivery of modules to suit the needs of
different learners. Guidance aimed at students and tutors is essential to ensure relevant
coverage in the delivery and content of a programme.

We also found that negotiated learning contracts allow students the freedom to ensure
that the relevant standards can be achieved through their work on a particular module.

The standards did not appear to recognise the level of enterprise and proactivity
expected of many full-time and substantial-part-time staff in initiating new curricula.

Project outcomes

As this project had a short timescale and some of our development here relies on 
full consultation with our partner colleges, not all outcomes have been fully completed.
However, the first draft of the mapping of the standards against the Cert Ed/PGCE is now
complete. This will need to be changed in the light of further consultations with members
of our franchise network.

The differentiation of opportunities between in-service and pre-service 
is also now complete.

The potential interface with City and Guilds 730 provision has been discussed, and it
appears that there is considerable overlap between the areas of the standards that could
be achieved through the pre-service course and the City and Guilds 730. However, it is
difficult to arrive at any definitive conclusions at this point, because of uncertainty about
the depth and breadth of generic and essential knowledge that is required in order to
meet the standards.

The implications for curriculum development are being addressed through consultations
and collaborative work with our franchise network.

Guidelines for students are being developed, but cannot be completed until final mapping
and curriculum development have been completed.

The project has also raised a number of issues relating to the standards, some of them
general and others relating specifically to FENTO.

Clarity of meaning

The mapping process indicated numerous areas of uncertainty concerning the interpretation
of key terms and concepts. Whether this is important depends on the use of the standards.
Standards can be used in two ways:

� To form a set of benchmark criteria that can be used to identify abilities 
and knowledge appropriate to a specific occupational area. These criteria 
are used for development purposes only, so the way that they are interpreted 
may be contextualised to individual or organisational needs and need 
not be rigorously precise.

� As the basis for national qualifications that assess and accredit ability and
knowledge. Here the criteria are used to measure abilities and knowledge in a
more formal sense, so there needs to be a consistent and more closely defined
interpretation of what the key concepts and terms mean.

It is difficult for a set of standards to achieve a balance between clear definitions and
conciseness, but if the standards are to be used as a national benchmark it is important
that meanings are agreed.

The repeated revisions of the standards have eliminated many ambiguities. 
However, the mapping work and the discussions with tutors and students found 
some confusion over the interpretation of terms and statements; it was often unclear
whether statements referred to a wide range of theory or to specific organisational
requirements. For example, ‘criteria for evaluating learners’ experience and progress’ 
(d4, essential knowledge) – does this mean knowledge of numerous types of criteria that
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could be applied, or knowledge of the criteria used by the organisation in which the
lecturer is working?

Size of the standards

The FENTO standards are numerous and very fully articulated; this represents the need
to address the concerns of all the stakeholders involved, but may have an adverse effect 
on those wishing to achieve the standards.

‘Appropriateness’ and ‘relevance’

The FENTO standards frequently use terms such as ‘appropriate’ and ‘relevant’; as with
all standards, they produced considerable debate about acceptable interpretations. Who
decides what is appropriate or relevant? The decision could be made at national level,
through a professional institute or through accredited providers – the HE institution or other
awarding body offering a qualification that covers the standards, for example – or it could be
at organisational level, where they are interpreted in the light of the organisation’s own
standards. In the light of Government policies to increase flexibility and mobility of the
workforce, the possibility of narrow interpretation within a particular organisational
environment is an issue to be considered.

Level of the standards

Linked to the above is the issue of the level at which standards are interpreted. This 
is less important when they are used as benchmarking criteria; they may, for example, be
interpreted at the level of performance demanded by the individual organisation. When
they form part of an accreditation system, however, the level at which they are assessed
becomes a critical issue.

This was a major issue in the mapping of the standards. It was difficult to ascertain 
the level at which they would need to be evidenced. This has implications in terms of 
any assessment and accreditation of the standards.

The standards model

Standards derive from a particular model of identifying competence and achievement,
which states, as exactly as possible, what is important within an area of work. This reflects
a particular set of values and beliefs about that occupational area, which derives from a
particular group of people at a specific period in time. Wide consultations can help provide
a framework with a wider focus, but the exclusion of alternative models, values and beliefs
may lead to a static model which does not allow for dynamic processes of creativity 
and change.

One of the indications of professionalism as identified in the preamble to the standards
is the ability of teachers to reflect critically on their own practice. This requires some critical
comparison to take place, by which the lecturer can explore alternative ideas, approaches
and strategies. The standards follow one model, which links performance to desired
organisational outcomes. Within this framework, one predominant curriculum model is
used, which involves learning outcomes and sets strict targets to students. While this model
is used very widely in further education, and hence is of obvious relevance, there are other
models that could be indicated as alternatives.

Overlap between the standards

Standards for different sectors can have considerable areas of overlap, and the way that
each set of standards recognises and even offers opportunities for accreditation of other
related standards is an area for consideration.

FENTO standards may have areas of overlap with other standards. Of particular
importance here are the proposed standards for lecturers in higher education, which are
being formulated through the Institute for Learning and Teaching in Higher Education.
As some lecturers in further education also teach on HE programmes offered by their
colleges, they may need to achieve both sets of standards; there is an issue of articulation
to be considered here.
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Reflections on the use of the standards

This project has enabled the SEPD to map its own provision with the FENTO standards.
This analysis has been very encouraging in terms of the quantity of standards that map
directly with Cert Ed and PGCE modules; other modules will be rewritten and amended
so that they fit more explicitly with the standards. A similar process could be (and is being)
undertaken by similar institutions, which may need to bear in mind the following points.

Inevitably some standards do not map across an ITT qualification; some full-time in-
service students, most in-service part-time staff and most pre-service students will therefore
require a greater depth and breadth of experience to provide evidence that these standards
have been achieved. This is considered a realistic situation, as some staff will need to develop
their skills, understanding and competence over a greater period of time than others. Pre-
service students will be able to develop their knowledge and understanding and achieve a
considerable number of the standards in addition to achieving an ITT award. However,
there will be a need for extending experiences in the workplace.

Cert Ed/PGCE modules that include opportunities to achieve the standards could be
offered as a means of providing staff development or CPD for staff in the FE sector.

In the past all students attending the PCET Pathways would have been drawn from FE
colleges. This is no longer the case, so any application of the standards to a Cert Ed/PGCE
curriculum needs to consider students’ likely or actual intended place of work. While the
standards relate to the FE sector, they may not relate to the needs of the police or the
NHS, for example.

Different institutions may alter their curricula to different degrees in order to match
the standards. The model of integrating all standards within the curriculum is one possibility;
at the other end of the spectrum would be the provision of guidance notes for students to
achieve the standards if they so wish.

Key implementational issues include:

� The size of the standards and how long it will take a lecturer to achieve them
� The need to clarify the level at which lecturers are expected to achieve (with the

subsequent lack of credibility as a professional measure of knowledge and skill 
if the level is perceived to be too low)

� The tracking of individual progress through the standards, 
and how this will be achieved

� The mechanism by which accreditation is offered 
and how it will be quality-assured.

We would suggest the following modifications to the standards:

� Separate the ‘organisational knowledge’ requirements from those relating to
knowledge of theory and principle. This would make a far clearer distinction
between the pre-service and various in-service capabilities for achievement 
of standards

� Offer alternative models of educational practice for lecturers to use in
comparison with the model represented through the standards

� Include a greater recognition of the proactivity required of the full-time or
substantial-part-time lecturer in curriculum innovation and development.
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The Certificate in Education (Cert Ed) and Postgraduate Certificate in Education 
(PGCE) in Further, Adult and Higher Education (FAHE) at the Crewe School of Education
is operated in collaboration with seven FE colleges. In 1991 a Cert Ed (Further Education)
course was designed by a local education authority-based consortium of six colleges;
dissatisfied with existing provision locally, they sought to devise an in-service training
arrangement that met their perceived needs. Anticipating that increasing numbers of
teaching staff would be involved in the delivery of national vocational qualifications
(NVQs), they developed a programme that, while not an NVQ, utilised an NVQ-style
approach in terms of both its course outcomes and its assessment regime. The course 
was validated under Council for National Academic Awards regulations at the Crewe
and Alsager College of Higher Education (later to become a Faculty of the Manchester
Metropolitan University). In 1994, as part of the university’s review and revalidation
procedures, a PGCE route was added and the title altered to ‘Further, Adult and 
Higher Education’, reflecting the nature of participation.

The origin of these courses is particularly relevant to their current development. 
From the outset they were regarded as being ‘owned’ by the colleges; the original Cert Ed
(Further Education) had been developed by a team of college staff, one of whom was
seconded from duties to prepare validation documentation. The consortium of colleges
entered into an agreement with the university to act in partnership in the delivery of the
course. Early and current course documentation includes a ‘memorandum of partnership’,
to which all parties have to adhere, and which makes explicit the partners’ relationship
and respective obligations.

Although designed by colleges, the awards are made by the (now) Manchester
Metropolitan University, and the casual observer could be forgiven for assuming that a
typical franchise model underpins the operation of the course. However, although small,
the distinction between the terms ‘franchise’ and ‘partnership’ is of considerable importance
to each of the institutions involved – the latter term, unlike the former, denotes a relationship
in which course decision-making, management and development are shared. So far, no
course developments have been introduced unless on the basis of consensus between the
university and colleges. The course team comprises eight people – one staff member from
each of the colleges and the university. Anecdotal evidence suggests that this partnership
has survived the post-incorporation years better than some other cross-college liaison
arrangements initiated by local education authorities.

Approximately 300 teachers (students) are currently enrolled. Most are based in the
seven colleges; a small number comprise a cohort of university staff, based at the Crewe
campus. Most teachers are part-time, and many have considerable experience of teaching/
training prior to joining. The courses are currently being reviewed as part of the university’s
normal review/revalidation procedures, and the course team plans to integrate the standards
into the revised course design with effect from September 1999. Hence the project we
offered to FEDA is an examination of the implications of using the standards as an integral
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and pivotal component in the design and delivery of the Cert Ed/PGCE (FAHE) – which,
although in-service provision, is an initial teacher training (ITT) programme.

Description of the project undertaken

We sought an involvement in the implementation projects because:

� We were already involved in course revisions as part of the review process
� We had been involved tangentially with the development of the standards via 

the convening of a focus group, and had been in consultation on early drafts
� Perhaps we were arrogant enough to hope that we could make progress 

on the task we had set ourselves, which is described below.

The anticipated project outcomes were:

� Articulation of the standards within a higher education (HE) credit-based
framework that distinguishes between ITT (Cert Ed/PGCE (FAHE)) and the
continuing professional development (CPD) portfolio operated by the university

� Definition of assessment arrangements, including those in respect 
of accreditation of prior learning, with particular attention paid to the 
assessment of knowledge domains

� Identification of the implications for delivery and resourcing of the (reviewed)
course – likely to include, for example, the capacity to use information
technology (IT) to widen participation.

Conduct of the project

The project was carried out via a series of meetings, one of which was a two-day
residential event, of the course team. The major problem facing any course team engaged
in developmental work is the identification of sufficient time to consider issues in detail. When
eight institutions are involved, ensuring attendance is itself an achievement. Nonetheless,
attendance and participation of all institutions was achieved during the life of the project,
which may be indicative of the course ‘ethos’ described above. This direct activity was
enhanced by consultations with teachers, colleagues, external examiners and others, 
and has necessitated the drafting and redrafting of key course documentation.

Project outcomes

As a provider of initial teacher education and training in the post-compulsory sector, we
have an interest in exploring the practical implications of using the standards. We sensed
an emerging political imperative to absorb the standards into course design, but also felt
that the standards are potentially consistent with our thinking about the balance between
professional competence/practice and conceptual frameworks concerning the nature of
teaching and learning.

Issues raised

One of the evident strengths of the standards is the range of purposes to which they 
may be put. Our concern was with one purpose: initial teacher education. However, 
as providers we also identified a range of (by now well known) issues, which we aimed 
to illuminate in our course design and revision:

Level

Notwithstanding the recent debates about the nature of ‘graduateness’ in higher
education, all university awards are described in terms of academic level. Yet level
descriptors are sometimes vague, institutionally eccentric or couched in terms that rely 



on an implicit rather than explicit understanding. On some professional courses, practice
(as distinct from academic achievement) may also be defined in terms of level, although it
is understood that this is unusual in most universities. The standards are ‘level-less’; so far
no advice has been received indicating a ‘benchmark’ or minimum standard acceptable
for teaching and supporting learning.

Role of the teacher/supporter of learning in FE

The accepted wisdom surrounding competence-based learning in NVQs is that the
starting point for defining appropriate learning outcomes and assessment arrangements
must be the nature of the work and the demands of the job role. Since incorporation, the
role of the teacher in further education has diversified. Our courses attract teachers/trainers/
educators from a wide range of backgrounds and with a variety of prior experience. Roles
may be partial: demonstrators may teach but not assess; others may assess but not teach.
In the context of information communications technology, definitions of teaching are
shifting, as are notions of learning and participation.

ITT or CPD

The standards appear to address both of these – clearly a strength, in our view. However,
for an in-service course, where participants are likely to be experienced if not accredited,
the following issue presents itself: what is the irreducible minimum standard required for
initial ‘qualification’ given the uncertainties of the teacher’s role outlined above, colleges’
need to be confident that their staff are ‘trained’, and teachers’ need to acquire credible
qualifications with transfer value in the employment and educational contexts?

Progression

Many teachers in the current courses seek progression beyond the Cert Ed/PGCE into
Bachelor of Arts or Master of Arts programmes. Many enter the Cert Ed/PGCE with
relevant experience and learning from courses such as City and Guilds 730. The provision
of a structure that is sensitive to inward and onward progression was seen as necessary 
to meet the teachers’ needs, and to avoid any adverse effect on recruitment to other
courses in the colleges and university.

Staff development

Structures that permit or extend progression are likely to have a positive impact on CPD.
Each college has its own staff development/CPD priorities. As arguably the largest provider
of CPD for teachers, the university’s concern has been to facilitate and encourage accreditation
opportunities.

Relationship between theory and practice

A criticism of the current competence-based courses is that teachers may fail to represent
theoretical positions adequately in the construction of evidence of competence. To put this
starkly, while the practice is strong, the level of understanding of complex issues in teaching
and learning is often weak. A phrase used locally, that teachers ‘chase the performance criteria’,
encapsulates a concern that the competence-based approach fragments learning and over-
emphasises descriptive accounts at the expense of critical evaluation.

Proposals

Our task was to integrate the standards into the design of the Cert Ed/PGCE (FAHE) courses,
to prepare for university review and revalidation, and to address the issues above. This led
us to redesign the courses; the following now await revalidation (and are therefore still
referred to as ‘proposals’):

� We have proposed a new six-double-unit structure, which is mandatory at 
Levels 2 and 3 in the undergraduate Credit Accumulation and Transfer Scheme
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(CATS), to replace a 12-single-unit structure (which contained both mandatory
and optional units at Levels 1, 2 and 3 in the CATS). The six units are to be:
�� Planning, developing and delivering teaching and learning programmes
�� Assessing and the assessment of learning
�� Professional issues
�� Effective communication
�� Managing the learning process
�� Inclusive practice and providing learners with support.

� We have removed the conspicuous NVQ-style approach. Proposed course units
are described in terms of learning outcomes, and assessment arrangements require
that workplace competence is demonstrated alongside academic understanding.
It will not be possible to succeed in the new units without demonstrating the theory-
practice relationship. Unit descriptors that refer to range statements, elements and
performance criteria will be omitted. New assignment briefings are detailed and
concern guidance on matters such as reflection on practice, reading and evaluation.

� We have defined the components of the standards that will be included 
in the ITT courses, on the basis of consensus of partner institutions.

� We have embedded the new units in an HE CATS structure, which aims to
facilitate CPD by demonstrating links with other university awards.

Reflections on the use of the standards

Our anticipated outcomes have substantially been achieved. The delivery implications
will emerge over time; there is a detailed plan of course enhancement using IT, but this 
is not yet in place.

Much of our learning during the project has sharpened existing understandings. We
believe we have addressed some of the issues raised in the previous section, but we will
not be able to assess this until the courses are fully operational and we have obtained
feedback from the teachers and institutions involved. Therefore, the following
observations are tentative.

As with any curriculum development activity, the process of effecting change can appear
slow. Ensuring that all eight institutions achieve consensus has involved the course team
in activities that are likely to strengthen the already good relations within the team. From
an institutional perspective, this curriculum development reflects a ‘bottom up’ model,
within a context of a ‘top down’ steer from FENTO.

At present, the balance of influence between FENTO and providers seems appropriate
to the development of a robust framework for qualifications, which is not so rigid as to
impose structures or organisational patterns; this ensures that providers can respond to
local needs and priorities. However, any framework that permits local interpretation must
create a continuing ambiguity about what the standards mean in practice. It may be necessary
to tolerate such ambiguity, and it is probably illusory to presume that a framework could
be any more reliably interpreted by specifying increasingly tightly focused outcomes. Evidence
from both NVQ and General National Vocational Qualification assessment supports the
view that, however carefully they are written, learning objectives will always be open to
interpretation. The best that can be striven for is consensus and a recognition that such
consensus is dynamic over time.

One practical difficulty we faced was being unaware of other providers’ plans. This is
particularly relevant where courses such as City and Guilds programmes have preceded the
Cert Ed/PGCE. If the consensus referred to above is to be achieved, effort needs to be put
into disseminating good practice and sharing understandings. Such an approach may be
Utopian in the competitive environment occupied by providers. Nonetheless, FENTO’s
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role as facilitator or disseminator of best practice could offset the negative consequences
of providers competing for market share.

As a university, we are equally concerned – as a provider of ITT, as an employer 
of teachers, and as a ‘boundary manager’ where FE-type provision is made by higher
education and vice versa – about ‘parallel’ developments, viz. the establishment of the
Institute for Learning and Teaching in Higher Education. Clearly the needs of further
education and higher education differ, but there are substantial areas of common interest
that are not addressed by the standards. The ‘lifelong learning agenda’ may ultimately
rectify this, but there currently seems to be an over-emphasis on defining lines of demarcation,
which may not be helpful to institutions or teaching staff.

It is always tempting to try to identify the key implementation issues. From our
perspective, those outlined above still hold, with ‘level’ being the crucial dilemma. The
ultimate impact of the standards may be viewed only with hindsight – and it will be whether
the standards bring about improvement in the teaching and learning experienced by staff
and students in further education. A major commitment to a long-term research project
would seem timely.
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Located in the Midlands, the University of Wolverhampton has five main sites in
Wolverhampton, Compton, Dudley, Telford and Walsall. The Certificate in Education
(Cert Ed) and Postgraduate Certificate in Education (PGCE) in Further, Adult and Higher
Education (FAHE) are offered as a full-time, one-year programme and a part-time, two-
year programme. The full-time programme is taught by university staff on the Walsall campus;
the part-time programme is taught at university centres (including three university sites,
and Worcester and Coventry Colleges of Further Education) and at 10 FE colleges in 
the Midlands. Both college and university staff teach on the part-time programme.

As well as the Cert Ed and PGCE, the university offers a Master’s-level route for the
Certificate (where all modules are completed at Master’s level) and a degree in FAHE,
which includes credits for work completed on the Cert Ed/PGCE. Our Master’s programmes
include a Master’s in Post-Compulsory Education and Training (PCET).

In the academic year 1998/99 there were 198 students (189 of whom were part-time)
on the Cert Ed programme, and 204 (including 131 part-time) studying for the PGCE. 
The programmes underwent a full revalidation during 1998/99; the new programmes
aim to cross-reference elements of the FENTO standards with both the learning 
and the assessment in the Cert Ed/PGCE.

Description of the project undertaken

Last year we mapped the draft FENTO standards against our programme. This mapping
exercise identified the areas in which we provided good coverage of the standards, and the
parts of the standards we did not cover. We considered whether the areas not covered should
be included in Cert Ed/PGCE programmes, and considered the elements of our programmes
that were not in the standards. The outcomes of this exercise provided us with a good basis
for incorporating appropriate elements of the standards into our new programmes, which
have been validated to commence in September 1999.

Conduct of the project

The original objectives were to:

� Incorporate the standards into the university’s revised Cert Ed/PGCE 
(FAHE) programmes for both pre-service and in-service students, 
which start in October 1999

� Identify how the revised programmes can be used as a basis for progression
linked to university programmes and college continuing professional 
development (CPD) activities, distinguishing the potential needs of 
pre-service and in-service students.
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To achieve these objectives, each module team for the new programmes was asked to
incorporate relevant elements of the standards into its module, and to identify them in its
module guide. Practice-based modules were used for the development of a portfolio of evidence,
which related closely to the ‘practical competence’ elements of the standards. Prior achievement
for in-service candidates, particularly completion of the City and Guilds 730 programme
(and, potentially, its successor), was made more straightforward to achieve.

We hoped to achieve the following outcomes:

� Six modules that incorporate the standards
� A portfolio structure for collecting evidence of practice related to the standards
� An overview of where the standards appear in the university’s 

Cert Ed/PGCE programmes
� Proposals for progression to other university programmes and 

college-based CPD related to both in-service and pre-service students.

Project outcomes

The Cert Ed/PGCE programmes are modular; each module identifies specific learning
outcomes, and the assessment tasks are required to match those outcomes. Our primary
objective was to ensure that appropriate parts of the standards were identified within each
module; achievement of a module would thus simultaneously provide evidence of achievement
of the relevant part(s) of the standards. The first 60 credits of the programme focus on
developing the individual practitioner’s skills and knowledge; the second 60 credits broaden
the knowledge and understanding to include issues related to departmental, institutional
and national contexts.

To date we have achieved the following outcomes:

� Three modules that incorporate the standards
� A portfolio structure for collecting evidence of practice related to the standards
� Direct recognition of City and Guilds 730 against 30 credits (and possibly 

a further 15 credits, depending on experience of the candidate)
� Ease of progression to other programmes at the university, with all modules 

at CATs Levels 2 and 3, and one 15-credit module available for additional 
study during the period of the Cert Ed/PGCE programme

� Discussion with colleges in the region about links and progression 
to college-based CPD.

We have yet to complete:

� Three further modules that incorporate the standards
� An overview of where the standards appear in the university’s 

Cert Ed/PGCE programmes
� A formal agreement on links and progression 

to college-based CPD.

Teaching experience

Thirty of the 120 credits are concerned specifically with the teaching placement for 
pre-service students, or on-the-job development for in-service students. Students are
required to compile a portfolio of evidence related to their practice, and we have mapped
the evidence against the competence evidence listed in the key areas of the standards.

At one level this has been reasonably straightforward. We can say with confidence that
all our students both should and do demonstrate certain skills. However, although we have
separated the portfolio requirements for pre-service and in-service students, we have not
yet resolved how to deal with the range of experience our students will have. To be fair and
equitable, we cannot require quantitatively and qualitatively different achievement from
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students who will achieve the same qualification overall. However, if part of our role is to
recognise the extent of our students’ skills and to encourage students to see learning and
qualifying as a lifelong, continuing process, we need to find ways to record additional
achievements where appropriate. We continue to work on this issue.

Domain-wide knowledge

The domain-wide knowledge in the standards matches that which is covered in our 
Cert Ed/PGCE programmes as a whole, and equates to what used to be referred to 
as a syllabus.

Generic knowledge

The generic knowledge for each key area includes a mixture of knowledge. It includes
knowledge and understanding of theory and research related to teaching and learning,
such as ‘learning theories and how they affect teaching and learning’ (key area c), ‘theories
concerning motivation and ways of motivating learners’ (key area d), ‘concepts of validity,
reliability and sufficiency and their application to the assessment of learning and learners’
achievements’ (key area f) and ‘equity and inclusivity issues in relation to assessment’
(key area f). These areas of generic knowledge are covered thoroughly and in depth in the
Cert Ed/PGCE programmes, and we have identified the modules that link to each key area.

The generic knowledge also includes what seems to be more factual information; some
of this is related to the national context, and some much more specifically to local context.
The former includes, for example, ‘national qualifications and their international equivalents’
(key area b) and ‘national systems for recording achievement’ (key area e). The latter includes
‘community links and ways of accessing them’ (key area b) and ‘the organisation’s learning
programmes and available resources’ (key area d).

The knowledge related to the national context can be mapped against our modules
without difficulty. However, the local context is less straightforward, as it will be experienced
differently in different institutions. Furthermore, if it is to have any credibility, generic
knowledge of, for example, ‘appropriate local networks of colleagues and others who may
contribute to learning, and how to establish and maintain these’ (key area b) or ‘the mission
and aims of the organisation and how to contribute to the decision-making processes within it’
(key area g) must be achieved differently by pre-service and in-service students.

However, the above comments begin to atomise and compartmentalise ‘bits’ of knowledge –
exactly what we wish to avoid, as it can easily become meaningless, and lead to a system
where evidence of achieving such knowledge becomes mechanistic and superficial.

Essential knowledge

The essential knowledge specified in the standards can be linked to the theory-practice
continuum that we aim to achieve within the Cert Ed/PGCE programmes. However, we
would not claim (nor would we wish to) that all students cover all parts of the essential
knowledge in our programmes. Our previous mapping project highlighted the fact that
some elements of the standards would be inappropriate for Cert Ed/PGCE programmes – for
example, d7 (contribute to the organisation’s quality-assurance system). The difficulty we
face that it is not necessarily whole sections of the standards that are inappropriate, but
small parts of sections. We will, for example, continue to debate the extent to which key
area a is achieved within the Cert Ed/PGCE.

Critical issues

Level

It is in the ‘essential knowledge’ as well as the ‘competence’ elements of the standards
that the issue of level is paramount. It is an issue we have yet to resolve, going beyond
coverage or non-coverage to include length of experience and depth of involvement with
issues such as assessing learners’ needs and managing the learning process. It includes
depth of critical understanding of the issues involved in various key areas.
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Our experience of working on our in-service programme with practising teachers is that,
while they may have a great quantity of experience, many of them have not been required
to develop or use critical understanding in their work. This, they report, is the aspect of
the Cert Ed/PGCE that has benefited them and their organisations most.

Reflective practice

The introduction to the standards states that they are informed by a set of values that
includes reflective practice and scholarship. Reflective practice and scholarship may be
implicit, but it has become increasingly clear as we have worked with the detail of the
standards that the concept of reflective practice could be understood and realised at a
superficial level, and that it is more central to the content of our programmes than it is 
to the standards. Noting that each key area requires critical understanding of essential
knowledge, we suggest that this implies a very important role for higher education, 
in collaboration with colleges, to achieve the standards in full.

Links to national vocational qualifications (NVQs)

Detailed lists of knowledge and competence lend themselves to the problems faced by
NVQs in terms of atomisation, particularly in terms of assessing and recording achievement.
It would not be a difficult step to use the standards as a checklist for producing files of
evidence of the various ‘bits’ of individuals’ practice. We do not believe that this would
use the standards to good effect, nor would it use them in their intended spirit. Furthermore,
we do not see how this can benefit further education in improving and developing the
quality of staff teaching in the sector.

In our work on linking the standards to our programmes, we have been pulled
towards looking at small parts of the standards; however, we remain committed 
to the belief that they need to be worked with holistically, not just atomistically.

Pre-service and in-service provision

We have gone some way towards meeting the needs of in-service students, with
accreditation of prior learning and different modules for the practice-based element of
the programme. During 1999/2000 we shall evaluate the effectiveness of the changes we
have made. The issue will continue to face us; the FE sector will continue to employ staff
who, while having considerable experience in other contexts, need to develop their skills
in teaching and learning in PCET. Feedback from students on the in-service programme
and from partner colleges confirms that the Cert Ed/PGCE provide both individuals and
institutions with a valuable and beneficial opportunity to achieve this.

Reflections on the use of the standards

We have mapped what we believe are appropriate elements of the FENTO standards against
our Cert Ed/PGCE programmes. This provides a useful example for other institutions
looking at their own programmes.

The standards are now linked into our programmes so that students can use assignments
and assessment from the programmes to demonstrate that they have met parts of the standards.
This can be used as the basis for further discussion on what achievement of the standards
should look like.

The Cert Ed/PGCE is more than the standards, and it interprets the content of the standards
with a strong emphasis on reflective practice and critical understanding. We believe this
to be essential.

We offer direct accreditation of 30 credits of our programme against the current City
and Guilds 730 programmes. We do not believe, based on our experience and the advice
of partner colleges running City and Guilds 730 programmes, that they equate to more than
this. We do not believe that programmes (based on the FENTO standards) currently being
developed by City and Guilds and Edexcel will necessarily equate with a full Cert Ed/PGCE
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any more than the current 730 programmes do. We would welcome discussion on this
when we see their proposals.
Further discussion of levels is essential, and should incorporate the need to develop more
than practical competence and to include continuing development of critical, reflective practice.

The standards should be used as a basis for collaboration between further education
and higher education to enhance the development of practice in PCET. This should include
work on developing effective links between practical, theoretical and reflective skills and
knowledge, which draw on the expertise of further education and higher education together.
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Gateshead College is a general FE college situated on Tyneside. In addition to the main
centre there are two further sites – Washington Business College, six miles to the south-east,
and Learning World, a joint venture with the University of Sunderland, situated four miles
to the west in a major retail shopping complex.

The college’s main catchment area is the borough of Gateshead and its surrounds, with
Washington Business College drawing students from Wearside as well as from north and
east County Durham. Gateshead is economically and socially diverse; it includes areas of
high population density with significant socio-economic difficulties, semi-rural communities
coping with the decline of mining and other industries, and rural areas of relative affluence.

In March 1999 the college had 1427 students enrolled on full-time programmes, 
and 6539 on part-time programmes.

In 1999 the college was awarded a Charter Mark for the front-of-house team in reception,
information, enrolment, guidance and student advice. The college also holds the Positive
about Disabled People award, and in May 1999 was successfully assessed for Investors 
in People status for the third time.

The college has 284 permanent staff – 159 support staff and 125 teaching staff. In addition
there are 180 teaching staff on casual contracts. Teaching qualifications are held by 98%
of full-time teaching staff and 50% of part-time teaching staff.

Our 1998/99 human resources (HR) development plan comprises six key programme
areas, designed to equip staff with the skills to ensure that the college meets its strategic aims:

� Teaching and learning
� Quality in course and student management
� Information and learning technologies
� Team development
� Business support
� Management development.

The HR development plan for 1999/2000 is currently being developed and will equip
staff with the skills required to meet the college’s strategic objectives for 1999–2002.

Description of the project undertaken

The purpose of our project was to incorporate the standards into the college’s 
recruitment and staff development processes. We wanted to conduct this project 
in order to stimulate debate within the college about the standards, to familiarise
ourselves with the standards as quickly as possible, and to begin to incorporate them 
into our normal college processes.

We assess the development needs of staff across the whole college annually; these needs
are used as the basis for the following year’s staff development plan. The needs identified
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by this project will feed into the 1999/2000 HR development plan and will help us ensure
that existing staff have the opportunity to develop in line with the standards.

Our initial objectives were to:

� Review the curriculum leader job description and person specification, 
and adapt them to reflect the standards if necessary

� Assess staff development needs in accordance with the revised 
job description and person specification

� Construct a teaching staff development plan based on the identified needs, 
and incorporate this into the college’s HR development plan for 1999/2000.

Conduct of the project

The project was confined to the college’s curriculum areas of Management and
Communication. A working party was set up, comprising the director of HR (chair), 
the HR officer, the director of Management and Communication, a curriculum manager
and two curriculum leaders.

The main work undertaken was:

� Redrafting the curriculum leader job description and person specification
� Seeking feedback from curriculum leaders (other than those on the 

working party) within the School of Management and Communication
� Incorporating the feedback into the job description and person specification
� Assessing the development needs of staff as a result of the changes
� Drawing up a teaching staff development plan that reflects the identified needs.

Senior management and the recognised trade unions were kept informed 
of progress throughout the project.

No problems were encountered in carrying out the work. It was interesting to note
that the unions and staff consulted were comfortable with what was happening. When
asked about the revised job description and person specification, staff provided only positive
feedback. They perceived the revised documents as reflecting what they felt they already did.

The college is now drafting its HR development plan for 1999/2000, which will
incorporate the working party’s teaching staff development plan.

Project outcomes

The curriculum leader job description already included the key elements of the standards.
It has been changed to reflect the standards’ language and structure. Whenever the job
description is issued, a copy of the standards will be attached.

The curriculum leader person specification included some of the key elements of the
standards. Those that were missing have been added, and the language and structure changed
to reflect those of the standards. Whenever the person specification is issued, a copy of the
standards will be attached.

An assessment was made of current teaching staff skills, knowledge and expertise
against the new job description and person specification. Many of the curriculum leaders
have previously participated in training programmes based on similar standards, so most
staff meet the key criteria. Some common and some individual gaps were identified. The
common gaps related mainly to information and learning technology skills, time management,
dealing with change, working flexibly, sharing good practice and communicating with
colleagues in other curriculum areas.

A staff development plan was constructed based on the gaps identified. 
This will now be fed into the college’s HR development plan for 1999/2000.

Our three initial objectives have, therefore, all been achieved.
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Reflections on the use of the standards

During the project we were reminded that standards can help a college to review the
relevance of its current process and ensure a consistent approach and quality output. 
Other colleges/organisations should be able to use the standards in the way we 
have used them, with similar ease.

We would suggest the following modifications to the standards:

� Key area h (meeting professional requirements) should be renamed. Key areas a
to g are all readily understood from their titles; h is not. Perhaps h could be renamed 
‘work within a professional value base’ and an extra section – i (conform to agreed
codes of professional practice) – added.

� The domain-wide knowledge list should be made more user-friendly by grouping
similar skills together, being more concise and removing duplication

� The personal skills list should be made more user-friendly by grouping similar 
skills together, and should be converted to competence descriptions rather 
than one-word descriptions.
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Situated in the Royal Borough of Kensington and Chelsea, Kensington and Chelsea
College has two main sites – one in North Kensington and the other in Chelsea, in the
south of the borough. It has three other sites, including one for evening use only. The first
FE college for adults in London, the college offers FE and adult education courses for
approximately 15 000 students per year, most of whom attend part-time.

The college’s students come from a variety of backgrounds. The borough has large
immigrant and refugee populations and a high level of unemployment, particularly in the
north; the south of the borough is significantly more affluent.

Since incorporation in 1993, the college has had the lowest average level of funding of
FE colleges in London. While funding has grown over the years, it is still below the level for
convergence set by the Further Education Funding Council.

The college employs approximately 1000 staff, including 100 support staff. Of the 900
academic staff, 800 are part-time sessional lecturers, 58 are fractional lecturers and 42 are
full-time. The full-time and fractional academic staff are mainly curriculum leaders or course
directors; part-time lecturers’ responsibilities are focused on teaching duties.

The qualifications held by lecturing staff vary. Most of the full-time staff have achieved a
Certificate in Education (Cert Ed) or Postgraduate Certificate in Education (PGCE), or are
currently working towards one. All fractional staff have achieved Stage 1 in teaching and
training, and approximately 70% have achieved Stage 2. It is the college’s aim that all part-time
lecturers are trained to Stage 1 level. Those without the qualification are trained as part of
the staff development programme.

Despite the low level of funding and the high number of part-time staff, the college has
well established and recognised quality systems. It achieved Investors in People status in
1995 and retained recognition in 1998.

Description of the project undertaken

The aim of our project was to improve the recruitment, selection and personal 
development of part-time lecturers employed by the college, and to assist them 
in reaching the national standards.

The recruitment and selection process for fractional and full-time staff, who will already
have achieved a basic teaching qualification, are well documented. Although they may benefit
from a review, the procedures are seen to be working well. The induction processes for these
staff are also well refined.

However, for part-time staff, many of whom teach for only a few hours a week, the
procedures are not thought to be as consistent or rigorous as we would wish. There are
also perceived difficulties with the induction and continuing professional development
(CPD) of part-time staff; they may not be available for training, and/or the training budget
may not be sufficient for them to be paid to attend.
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It was therefore decided to:

� Investigate existing practices
� Provide guidelines for the recruitment and selection of part-time lecturers
� Set in place a modular lecturer development programme
� Introduce learning logs for new part-time lecturers.

Conduct of the project

The project focused on three main areas:

Incorporating lecturer standards into recruitment processes

The first difficulty encountered was the departure of our human resources officer, who
had taken the lead on the recruitment aspect of the project. This delayed the initial research,
but gave our new officer the opportunity to speak to a number of curriculum managers and
discuss their recruitment processes with them.

What was particularly rewarding was the responsiveness of the managers concerned.
They were delighted to hear that research was being carried out in this area, and welcomed
guidelines for the recruitment and selection of part-time staff.

It was interesting to discover that the criteria used for selection is biased towards technical
rather than personal skills or attributes. While this is understandable, we would wish to
see more account taken of all lecturers’ personal characteristics.

Designing staff development activities for lecturers, based on the standards

Although the college has an induction day for all new lecturers, the ongoing support for
part-time staff is limited. Induction into the faculty is variable, although all new staff are
observed during the first six months. This observation is developmental, and some
lecturers are invited to attend the Stage 1 training.

The standards were ‘pulled apart’ and regrouped into structure modules appropriate
for our part-time lecturers. These grouped modules have been circulated for comment 
to colleagues responsible for staff development.

Piloting individual lecturer development plans

These are being devised at present and will be piloted with a selected number of new
lecturers in September. It is planned that they will also be piloted with a small number 
of existing lecturers, to determine the possibility of using them with existing staff.

Project outcomes

The delayed start to the project caused slippage in the original timing of the action plan.
However, some objectives have been achieved and others will be completed in time for
implementation during the autumn term.

The college has used standards extensively in all areas as part of the quality assurance
process and has recently introduced standards to all business support areas. In 1998 we
mapped the draft FENTO standards against our existing quality assurance systems and
the job descriptions for lecturers. This project built on that experience to review, improve
and develop our practices.

The standards have been extremely useful in focusing our minds on criteria for
selection processes. We believe that the changed role of lecturers has led different skills to
be required of them. The standards’ list of clearly identified personal skills and attributes
led us to consider whether the criteria we used were appropriate to ensure quality staff. We
are in the process of refining our procedures and will be issuing guidelines for use by curriculum
managers. The project will be monitored during the coming year to determine its success.
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The standards and the project have also encouraged us to consider a cost-effective way 
of supporting part-time lecturers after appointment. We will offer a series of workshops
whereby both new and existing lecturers can top up their skills and knowledge on specific
topics. This will fit comfortably with the Inclusive Learning Quality Initiative, which is
currently under way. The topics that have been identified will be developed during the coming
months and be part of the college training plan for 1999/2000.

The introduction of individual development plans (IDPs) is a totally new concept for
the college. Although their development is behind schedule at present, we believe we will
be able to pilot them during the autumn term. Based on a model used by the Institute of
Personnel and Development, they seek to encourage reflective practice – one of the national
standards for lecturers. Lecturers will be asked to note their experiences, what they have
learned and what they need to do next. Combined with the teaching observation programme
and the training workshops, IDPs will encourage learning and provide ongoing support for
part-time staff. If the pilot is successful, the process will be introduced to all new lecturers
in 2000/2001.

Reflections on the use of the standards

We found the standards to be extremely useful in reaffirming good practice and 
identifying areas for improvement.

Having already mapped job descriptions against the standards, the logical step was to
look at the practices in place. We specifically focused on an area where we felt improvements
could be made, rather than attempting a blanket approach by looking at all categories 
of lecturing staff. This concentrated our thoughts and prevented us from becoming
sidetracked.

The other important aspect was the methodology of research. Our original intention
was to send out a questionnaire, but by conducting structured interviews (some by telephone)
with staff, we were able to get a fuller response and to gauge reactions to the introduction
of recruitment guidelines. The involvement of the human resources officer provided a
more rounded approach to the project.

The development of the training workshops and IDPs is well under way and reasonably
straightforward. However, their implementation may not be quite as simple. We can set up
the systems, but will staff participate and will support be available?

The timing and frequency of the workshops will need to be considered; they must remain
within budgetary limits while being accessible to those lecturers who wish to attend. The
college already has some lecturer training, and it may be that this could be used to ensure
flexible and cost-effective access. The IDPs will be the responsibility of the lecturers concerned.
However, they will need to be supported; training for curriculum managers will be
necessary.

The new standards have provided us with a framework in which developments can take
place. Using them to form a series of projects has helped us review practice and introduce
new ideas that work in partnership with other initiatives.

This project has focused particularly on the recruitment and ongoing training of part-
time lecturers to ensure that they achieve the national standards in teaching and learning.
For this goal to be achieved, we believe the key issues for future developments are:

� Ensuring that the use of national standards in recruitment practices 
are included in the new management standards for further education

� Ensuring that awarding bodies provide opportunities for the use of 
accreditation of prior learning as a method of achieving qualifications

� Introducing a national scheme for CPD, which encompasses experiential
learning, reflective practices and qualifications.
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Strode College has occupied its present site in Street, Central Somerset since 1962. The
history of technical and leisure education in the town goes back to 1900, when the Strode
Technical Institute was established. In 1973 Strode College became one of the first tertiary
colleges in England, with responsibility for the provision of post-16 education for four
designated partner schools. It retains close links with these schools and others in the area.

The college currently enrols 989 full-time students (mainly 16–19-year-olds) and over
7000 part-time students. Collaborative partnerships with other providers have led to the
recruitment of 2500 part-time students, meeting training needs across Somerset and Devon.
Over 2000 part-time students are recruited to non-vocational adult education courses through
a contract with Somerset County Council. A Basic Skills service is provided in north 
and central Somerset.

The college offers a broad range of provision covering eight of the 10 Further Education
Funding Council (FEFC) programme areas: Sciences, Engineering, Business, Hotel and
Catering, Health and Community Care, Art and Design, Humanities, and Basic Education.

There is limited provision for higher education. Thirty-one students are following the
first year of a Social Science degree, an Access to HE course or the Postgraduate Certificate
in Education.

More than 100 part-time students are following programmes funded by the Somerset
Training and Enterprise Council, including Modern Apprenticeships.

The college is developing a national profile in the provision of prison education
services. It has won a contract to provide education services to nine prisons for five years,
starting on 1 January 1999. The contracts are for HM Prisons Horfield (Bristol), Exeter,
Shepton Mallet, Channings Wood (Newton Abbot, Devon), The Verne (Portland, Dorset),
Dorchester, Dartmoor, Weare (Portland, Dorset) and Portland Young Offenders Institution.

In 1998 student success rates were well above the national average. The A-level pass
rate was 95% with 69% of passes at grades A-C – an improvement on 1997 when the pass
rate was 92% with 67% at grades A-C. In 1998, full-time vocational courses at Levels 2
and 3 had pass rates of 84% and 91% respectively (Department for Education and Employment
Performance tables 1998, 16–18 age group); the 1997 figures were 73% and 88% respectively.
The A-level results place the college first of all tertiary and FE colleges in England, and fifth
in the general category of further education, tertiary and sixth-form colleges in England.

The college is a significant employer within the central Somerset economy, with 139
full-time staff and 276 part-time staff. Approximately 85% of full-time, fractional and
significant associate lecturers have a teaching qualification.

In March 1996 the college became the first Somerset college to be given Investors in
People recognition. Re-recognition was achieved in March 1999. Its turnover is 
£6m per annum, with the majority coming from FEFC funding.

Priorities for staff development are:

� The continued development of a workforce with well developed 
information technology skills
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� Preparation for the curriculum changes in September 2000
� Training in the identification and assessment of Key Skills
� Continuation of the management training programme
� The Inclusive Learning Quality Initiative.

Description of the project undertaken

Three factors influenced our choice of project, ‘Observation of teaching and learning 
for self-assessment’:

� The director of student and community programmes requested an internal
verification system for lesson observation reports

� The personnel manager had been considering the possibility of combining our
current probation and standard staff review and development documentation

� Part of the Strode College inspection report conclusion states, ‘Some programme
area assessments had insufficient evidence to provide secure judgements about 
the quality of teaching.’

The current Strode College notes of guidance for probationary lecturer reports require
the reviewer to assess lecturers’ preparation and teaching skills in relation to all their current
responsibilities. The standard of the probation reports is usually very high, providing detailed
feedback and giving lecturers clear goals to aim for.

For staff who have successfully completed their probationary period, the college’s
current lesson observation assesses only the lesson being observed. More general comments
can be made in the agreed staff review and development report, which in practice rarely
focuses on general teaching preparation.

The lesson observations are not always conducted to the same high standard as the
probation reports. In some cases the lesson feedback is very positive but the member 
of staff is given a Grade 2, with little indication of why a Grade 1 was not awarded. 
The reverse has also been noted.

The project, therefore, had two objectives:

� Implementation of a measurable quality assurance procedure
� Agreement of descriptors for each quality statement and indicator.

The project’s planned outcome was ‘improved parity of grades awarded for each aspect 
of lesson observation’. A new approach could form the basis for future staff development
of all appraisers.

Conduct of the project

The project was carried out in three stages:

Compare the FENTO and FEFC inspection teaching standards with 

our current lesson observation indicators

Our current lesson observation quality statements and indicators are based on the FEFC
inspection standards. The initial mapping, therefore, was against the new FENTO standards.
Key areas b, c, d and f provided the appropriate ‘essential knowledge’ standards.

The FENTO standards are demanding. They are very broad and include aspects we do
not include in our appraisal of teaching staff – key area e (providing learners with support),
for example.

Write descriptors for each of our indicators and present these to a group of appraisers 

for discussion and consultation

There are a few statements in our lesson observation that do not easily lend themselves 
to being graded on a scale of 1–5 (for example, ‘Students are punctual’).
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I found it difficult to write descriptors for all five levels. I wrote descriptors only for
Grades 1 and 3, based on the ‘essential knowledge’ indicated in the standards. The descriptors
resulted in substantial revision of the lesson observation documentation in current use. 
This led me to divide our current lesson observation indicators into four sections:

� Teaching preparation. This grades the preparation of all teaching responsibilities
� Lesson observation. This grades the observed lesson
� Assessment of student work. This grades the marking of students’ work 

and the feedback provided
� Organisation of observed lesson, use of accommodation and standard of student

work. These aspects are not graded. The reviewer is asked to comment on each 
of the four indicators in this section.

The initial reaction by the five heads of teaching teams was positive. The descriptors were
welcomed, although there were reservations about the time that may be added to the lesson
observation and appraisal process by the assessment of preparation.

Trial the agreed lesson observation descriptors with the group of appraisers 

and evaluate the outcome

Three heads of teaching teams were in a position to trial the revised format with six members
of staff. Only three lesson observations using the revised format were completed, a result
of the project’s short time-span.

The appraisers liked the new format, finding that the descriptors provided very clear
guidelines. Removing the need to grade the four indicators now forming the revised format’s
final section was welcomed by all.

Project outcomes

The introduction of descriptors has the potential to meet the first objective (‘Implementation
of a measurable quality assurance procedure’), but further trials must be carried out before
sufficient data are available for us to make a valid judgement. The initial indications are
that the descriptors will be used and will meet our need for a quality assurance procedure 
for lesson observations.

The heads of teaching team have welcomed the first section (teaching preparation) of
the revised format. Feedback suggests that the appraisers are considering a proposal to assess
schemes of work for all teaching staff at the start of every academic year; the remaining
sections would be completed later in the academic year, according to the established review
and development timetable. This would result in further amendments to the trailed revised
documentation.

To meet the first objective, further use of the descriptors will be organised. In addition,
detailed discussion must take place to agree any permanent revisions to our current review
documentation.

The new Grade 1 descriptors were based on one or more of the ‘essential knowledge’
statements in the standards; the Grade 3 descriptors were a personal definition of ‘satisfactory’.

The heads of teaching teams have not suggested any alterations to the descriptors, and
having descriptors for Grades 1 and 3 only has been sufficient for assessment of a lesson.
Hence the second objective (‘Agreement of descriptors for each quality statement and
indicator’) has been met.

Reflections on the use of the standards

I believe that there is the potential for the standards to be used as the basis for lesson
observation. The standards are very broad, and colleges need to select those standards
that are appropriate for lesson observation.
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The merger of Walsall College of Technology and Walsall College of Art formed Walsall
College of Arts and Technology (Walcat) in 1992. Since merger and incorporation, the college
has developed an emphasis on relationships with the community of Walsall, while maintaining
a vocational ethos. It has a comprehensive vocational curriculum, with courses ranging from
basic skills to degree-level work in a variety of modes. Walcat is presently organised in three
faculties and offers programmes in nine of the Further Education Funding Council’s (FEFC)
10 programme areas. It offers good support services to all its students, including those with
learning difficulties/disabilities.

The full-time academic establishment consists of a principal, deputy principal, assistant
principal and three heads of faculty. There are 438 full-time staff (of whom 232 are teaching
staff) and 280 part-time teaching staff. The college has Investors in People (IIP) status, holds
a Charter Mark and the Basic Skills Quality kitemark, and displays its ‘Positive about people
with disabilities’ symbol with pride.

Dudley College of Technology is a long established major college, located adjacent to
Dudley College and Priory Park, and receives most of its funding from the FEFC for England.
It holds a contract to provide education in 10 prison establishments throughout the West
Midlands. Major extensions have recently been completed, providing a major
modernisation of the already good facilities.

The college has grown considerably in recent years to accommodate the expanding
student population (currently over 25 000). In terms of overall student volume it is one 
of the largest in the region, and one of the 30 or so largest in the country.

The full-time academic establishment consists of the principal, two vice-principals and
approximately 261 full-time and 381 part-time teaching staff. There is good provision of
other ancillary staff. The college has a self-contained student services centre with full-time
nursing sisters, careers advice, staff development facilities and a quality and marketing
function to underpin the recognition of the college quality system as an IIP kitemark 
and Charter Mark holder.

Description of the project undertaken

Walcat and Dudley College are both members of the Black Country Colleges Consortium,
and have a shared history of collaboration.

Dudley College has a long history of teaching and learning observation, which was
first developed in its prison education departments. Full staff involvement ensured the
development of a commonly agreed system. This included the grading of various parts 
of the teaching and learning process using agreed criteria. Most recently a learner perception
questionnaire has been introduced, to gain the learner’s perception of the process and give
more objectivity to the observation gradings.
Walcat’s observation system is relatively new in comparison, being introduced in the
academic year 1998/99. The observation team consists of a group of cross-college members
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of staff at main-grade, middle and senior management levels. Walcat’s observation framework
is based on non-specialist observations, which form the process for teaching and learning
rather than the subject matter.

The colleges collaborated on the project ‘A trans-college approach to the objective
assessment of teaching and learning for both appraisal and self-assessment purposes using
the FENTO standards’. Both wanted to conduct this project because they identified a need
to increase the rigour and objectivity of their teaching and learning assessment.

Conduct of the project

The project was timetabled as follows:

� w/c 25 January 1999: Walsall and Dudley College coordinators shared the
teaching and learning observation systems at both colleges with a view to
planning the project

� w/c 1 February 1999: Coordinators each audited their own teaching and 
learning observation systems against the FENTO standards (gap analysis)

� w/c 22 February 1999: Shared output of audits with ‘critical friend’ partner
college. Outcomes collated. Common approach for development sessions 
and observations planned

� w/c 8 March 1999: Joint staff development event held at Dudley College 
for all observers, their managers and interested parties

� w/c 15 March 1999: Reciprocal observations proceeded. Shadow partner college
observers in three curriculum areas: Business and Administration, Construction,
and Hair and Beauty. Strengths and weaknesses of observed system recorded for
feedback in next development session

� w/c 3 May 1999: Collective staff development event for all observers held at
Walsall College. Full feedback on shadowing experience, including strengths 
and weaknesses of respective systems, input into appraisal and self-assessment
processes, and future plans

� w/c 24 May 1999: Completion of joint evaluation report by coordinators.

Project outcomes

All objectives were achieved and within the time-frame. The project was most useful for
identifying the perceived strengths and weaknesses of the partner college’s observation
schemes, and recommending possible improvement. Colleges gained from the common
staff development activities and the ‘critical friends’ approach to observation. Both colleges
felt that the relationships/links made during the project should be developed and extended.

The standards were found to be most useful when starting from a position of having no
observation system; colleges with observation systems in place should use the standards
for gap analysis. The mapping of the standards against other college functions (such as
admissions, guidance and support) proved beneficial at Walcat.

The standards in their present format do not discuss levels of best practice (exemplars).
Key areas e (providing learners with support) and h (meeting professional requirements)
were not measured directly by the observation process but are important for ensuring
professional development after the process. The standards do not sufficiently emphasise
issues of health and safety and equal opportunities, which are central to the observation
framework.

Next steps might involve development from the academic standards to a practical 
‘how to do it’ kit for observers; this could include examples of best practice (evidence) 
and could reside (being constantly updated) on the FEDA website.
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Reflections on the use of the standards

Access to the standards’ accompanying document Guidance for assessment, which was
not available, would have been useful in our project.

Other organisations can use the standards for gap analysis. If they have not already
developed an observation system, the standards provide a useful checklist.

To be implemented, the standards require a more practical, less theoretical approach
with examples of best practice. FE lecturers and learner support staff need a practical guide
if best practice is to occur.

Observation should be linked to appraisal, where professional development issues are
identified in line with the standards. Self-assessment should be informed by the observation
system. The relationship between the standards and the inspection criteria set out in the
Further Education Funding Council Circular 97/12 is worthy of investigation.
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Highbury College, situated in Portsmouth on the south coast, is one of the largest FE
colleges in the country. A historic naval centre, Portsmouth has one of the highest residential
densities in the country, with significant levels of deprivation; it is often referred to as a
northern city in the middle of the affluent south. There was a major shift during the late
1970s and 1980s away from areas of employment in the dockyard, defence industry and
Navy. Large companies including IBM, Vospers and GEC/Marconi are located in the area,
as well a number of small software companies. The expansion of ferry services and the
travel and tourism industry have created new areas of employment.

The college tends to reflect the local environment. It is primarily a vocational college,
specialising in key occupational areas including Construction, Engineering, Hotel and
Catering, Journalism, Motor Vehicle, Hairdressing and Beauty Therapy. The college offers
an array of full-time and part-time programmes in these areas, from foundation through
to degree level. It is also actively involved locally in widening participation through adult
education programmes, programmes sponsored by Training and Enterprise Councils, 
New Deal, New Start and Project Warrior (for Year 10/11 schoolchildren).

The college has 455 academic staff (177 full-time and 278 part-time), 292 support
staff (203 full-time and 89 part-time or term-time only) and 61 management-grade staff.
Because of the occupational requirement of the courses, lecturing staff tend to have worked
in the relevant industry, coming into teaching as their second career. The age range is between
early 40s and mid-50s. The turnover for full-time academic staff is very low – around 4%
per annum. The qualification profile for academic staff is relatively good. A total of 390
academic and support staff have a degree, and 86% of teaching staff have a teaching
qualification.

Description of the project undertaken

In 1993 the college introduced an appraisal scheme, which followed the national guidelines.
Intended for academic staff only, it operated on a two year cycle; the line manager did not
necessarily conduct the appraisal.

After a review of the scheme showed it not to be working, in 1995 it was revised,
streamlined and extended to all college staff including part-time academic staff and support
staff. The line manager was primarily responsible for carrying out the appraisal. Observation,
while highlighted, was not directly integrated into the process.

Three years later the college felt that it would be valuable to look again at how the
appraisal process was working, to see whether it was contributing to the overall effectiveness
of staff. It was keen to see whether the FENTO standards could be used to develop and build
on the appraisal scheme.

The college’s inspection in February 1998 identified improving teaching and learning
as a key staff development issue. In addition, the sector’s emphasis on retention and
achievement levels has led the college to consider how these issues can be addressed. 
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The college has also been actively involved in widening participation in the local area and
taking the issue of inclusive learning forward in the college; both these initiatives offer
challenges to staff and require significant levels of staff development.

During this academic year particular days and selected afternoons were allocated to
staff development to address these issues. Looking at the standards would, it was thought,
help focus on the outcomes the college should be seeking from the appraisal process, as well
as highlighting the areas where we need to revise the current scheme.

Conduct of the project

We intended to review our current appraisal scheme, to get some measure of its effectiveness
by carrying out a survey, and then to see how the standards could be integrated into the
process – and whether they would make the scheme more effective. We would use the
standards as a benchmark to measure where the college and the staff currently were in
relation to staff development, and to see where we needed to concentrate our resources. 
It was also hoped that the standards could help managers and staff to identify aspects 
of their role or work issues that needed to be addressed.

The first and major problem was that the standards are very detailed and wide-ranging.
How could they be put into a format that would be readily digestible to managers and staff?
The concern was that the project would cause considerable extra paperwork, leading managers
and staff to ‘switch off’.

It was also felt that the project could be seen as a negative exercise – staff might think
that the college would not retain them in their current post if they did not fully comply with
the standards. How was this to be measured?

Another difficulty was the fact that we had previously developed an appraisal scheme
for all staff. Use of the standards could mean different approaches for support and academic
staff. The college also seeks to appraise all part-time academic staff; this too might be difficult
if the standards were used, particularly when staff work very limited hours.

Project outcomes

Despite the difficulties outlined above, some of the initial objectives were achieved. There
is considerably more work to be done. The limited timescale made it difficult to carry out
as much research or have as many discussions with managers and staff as we would have liked.

A survey of around 20% of academic full-time and part-time staff was carried out to
examine the effectiveness of our current appraisal scheme. We also wanted to find out how
much teaching staff knew about the standards; the college had not carried out any direct
briefings to staff at this time.

Some of the key questions were as follows (with the percentage of respondents answering 
‘yes’ to each):

� Were you given adequate recognition of success and achievements? (82%)
� Has appraisal helped you do your job better? (44%)
� Have you heard of the FENTO standards? (48%)
� Have you been observed in your teaching? (59%)
� Has your observation been discussed at your appraisal? (11%)
� Would it be of benefit to link classroom observation to the appraisal? (38%)
� Do you feel the appraisal process has helped to identify 

your development needs? (68%)

Clearly the survey raised some important issues. While our current scheme is seen in a
positive light, it is questionable whether staff really feel that it is impacting significantly
on their job. Staff development needs are apparently being addressed, but not consistently.
Observation currently plays very little part in the process.
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Our next step was to consider how the standards could best be used to improve our
current scheme. We decided to devise a checklist which would be available to both staff and
managers at the preparation stage of the appraisal, and could be reviewed as part of the
appraisal process. We also wanted to develop a better link with staff development: manager
and staff should keep a record of the staff development programmes undertaken, and these
programmes should be integrated with the standards. We therefore sought to break the
standards down into particular areas related to the teaching role, and to see how this could
operate in the appraisal process. In particular:

� Underlying requirements of the job/post. In the main it is felt that staff should
have these skills/levels of competence, which need to be built into the job description
and person specification at the recruitment and selection stage, and considered at
appraisal as the standard expected to be achieved

� Areas of staff development. These encompass initial areas, covered as part of
induction, as well as ongoing areas where it would help staff to come up to the
standard and maintain it. The appraisal process should identify and monitor this
process on an ongoing basis and evaluate its usefulness

� Objectively measured areas, including observation. These cover areas where the
line manager or an identified individual can observe that activities have taken or
are taking place, and can measure competence in them. This information needs to
be fed into the appraisal process so that staff development needs in these areas
can also be identified

� Judgement by the line manager. This is the most difficult area, 
but necessary as part of the overall process

� Input from the individual. It is clear that the individual should have 
an input into the overall process.

Using these five areas we felt that we could develop a checklist and develop the appraisal
process around these areas:

Checklist: FENTO standards

Managers/staff should consider the following areas as part of the overall appraisal process:

a. Underlying requirements of the job

� Professional knowledge in their own subject area
� Ability to analyse, evaluate, monitor and review
� Ability to plan and prioritise work/critically self-reflect
� Ability to identify, interpret and apply specific knowledge
� Ability to problem-solve/display creativity
� Decision-making ability
� Ability to communicate effectively, verbally and in writing
� Ability to work as part of a team
� Ability to apply different learning theories and methodologies
� Ability to apply models of curriculum development to their area of work
� Ability to identify and implement effective learning techniques
� Ability to cover a broad range of learning needs, including those of people with

learning difficulties and/or disabilities, and awareness of the facilities and arrangements
that the college offers

� Ability to measure effectiveness against a diverse range of quality indicators
� Understanding of what constitutes best professional practice
� Understanding of the effects of change on the FE sector and on individual practice
� Understanding of the various methods of assessment, 

and ability to give appropriate feedback
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� Ability to use information technology and awareness of how 
it can be used to extend and enhance learning

� Continuing professional development, including secondments, 
research and study update on funding methodologies

� Ability to set measurable objectives.

b. Staff Development Needs

Induction
� The place of further education within the wider context
� The aims, objectives and policies of the organisation
� Equal opportunities, including social and cultural diversity 

and its effect on learning and the curriculum
� The concept of inclusive learning
� Funding methodologies and how they operate

Ongoing staff development areas
� Current national and international initiatives and how they are interpreted 

within the strategic plan and the organisation
� Current developments within their own specialist vocational or academic area,

together with curriculum developments that need to be applied in their area
� Learners’ entitlements and issues relating to the autonomy of the learner
� Handling conflict
� Establishing effective working relationships
� Interviewing skills
� Negotiating
� Managing change/managing their time
� Presentation and delivering techniques.

c. Observation/objective areas

� Assessing learners’ needs
� Planning and preparing teaching and learning programmes 

for groups and individuals
� Developing and using a range of teaching and learning techniques
� Managing the learning process
� Providing learners with support
� Assessing the outcomes of learning and learners achievements.

d. A line manager’s judgement

� Meeting professional requirements.

e. Individual input

� Reflecting upon and evaluating one’s own performance 
and planning future practice.

Reflections on the use of the standards

We have tried to revise our appraisal scheme in the light of the standards, which provide
a very comprehensive guide to how teaching staff should operate. If they are to become the
norm in further education, they must be integrated into the overall appraisal process, but
determining how best to do this will take time and effort. When we looked at developing the
checklist, we easily identified integration opportunities in the ‘underlying requirements of
the job’ and ‘staff development needs’ sections, but more work needs to be done on the
other three sections.
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The standards obviously have an impact on all aspects of the lecturing role, from
recruitment and selection to the day-to-day managing of teaching staff as well as the
relating of this to the college’s strategic vision. The detail of the standards is very valuable,
but their integration is, we think, the most difficult issue to tackle. We do feel, however,
that they offer an excellent guide to structuring the appraisal process, and we will continue
to progress this. We are also very clear that the appraisal process should play a major part
in integrating the standards into the lecturer’s role.
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With 2700 full-time and 6000 part-time students, Hopwood Hall College is a tertiary
college delivering 509 000 units of activity across a wide range of curriculum on two sites
in Rochdale and Middleton, Greater Manchester. The college is structured into eight schools,
which deliver the mainstream curriculum, and Employer and Community Services, which
delivers programmes in the community.

The college employs 343 lecturers (of whom 164 are part-time) and 180 support 
staff – 53 provide direct learning support, 94 business administration support and 
33 technical support.

Of full-time lecturers, 92% have a teaching qualification. The college requires all
permanent staff to undertake initial teacher training (ITT) on appointment unless they
are already qualified. Approximately 48% of part-time lecturers are qualified (an accurate
audit does not exist); all part-time and temporary staff are encouraged to undertake initial
training. A considerable number of direct learning and other support staff are also qualified.

The college offers City and Guilds 730 and first year of in-service Certificate in 
Education and Postgraduate Certificate in Education (franchised from Bolton Institute 
of Higher Education).

The college priorities for staff development are:

Teaching and learning

� Inclusive learning
� Improving retention
� Improving achievement
� Working with students who have learning difficulties and disabilities
� Developing teaching and learning strategies
� Value-added strategies
� ITT
� Continuing professional development (CPD)
� information and learning technology and telematics
� Assessing learning (including Training and Development Lead Body).

Widening participation

� Management development
� Health and safety
� Quality improvement
� information communications technology
� National Targets for Education and Training schemes, including national

vocational qualifications in Customer Care, Business Administration, etc.
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Description of the project undertaken

The purpose of our project, ‘Using the standards in lecturer appraisal’, was to pilot the
standards’ incorporation into the college appraisal scheme. This scheme has been in place
for five years; two years ago it was reviewed to incorporate the internal inspection process
of lesson observation.

The scheme has three key purposes:

� Assisted self-review with appraisee and line manager.
� Performance review.
� Identification of training and development needs.

It was felt that the standards could provide a useful checklist to strengthen the self-review
process for both the individual and the line manager, as well as providing a useful framework
for the identification of development needs – especially as the college faces a major convergence
problem resulting in staff development budget reductions and the need to focus more sharply
on needs around the lecturer’s professional role.

Conduct of the project

The use of standards in appraisal was piloted within the existing appraisal process with
one school (Health, Social Care and Early Years), which contains 25 staff, including 
full- and part-time lecturers, working within four programme teams.

Two staff development sessions were held. The first, which the whole school attended,
was devoted to familiarisation with the standards. Volunteers were sought at this stage. The
second was with the manager and the four team leaders, to develop supporting documentation
and the process.

Ten members of staff were appraised against the standards, including team leaders and
full-time staff. The quality and development manager, who has responsibility for the college’s
appraisal scheme, conducted interviews with the managers and all participants after their
appraisals; views were sought on the standards and their relevance/usefulness for the appraisal
process, and on the quality of the supporting documentation.

A focus group met to evaluate the project, discuss outcomes and make recommendations
for future development.

Project outcomes

Appraisers and appraisees were all extremely positive about the standards in general and
their usefulness within the appraisal process. The appraiser in particular felt that the ability
to use the standards as a checklist of professional practice enabled more open dialogue.

The standards were printed out and issued to each appraisee before the agenda-setting
meeting; appraisees were asked to reflect on current performance against the standards, and
to identify areas they needed to focus on for development. This was discussed with the line
manager in the first meeting. Discussion followed, with the appraiser providing feedback
from the lesson observation and other agreed areas of reference. From the discussion, areas
for development in terms of agreed objectives and training needs were identified.

All participants agreed that the standards serve as an excellent reminder of professional
practice. The standards helped them to focus on particular aspects of the role – for example,
resources in relation to the changes facing them in the curriculum and the need to review
resources available. They particularly liked the section on skills and attributes; as one
participant said, ‘It makes you look at yourself critically.’ They also felt that the standards
can help individuals to reassess and reaffirm what they do and how they do it in terms of
professional practice. The standards used as a checklist for self-assessment gave a focus
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on which discussion in the appraisal interview could be based, and supported working 
in a professional manner.
Within the context of appraisal, participants agreed that the standards were a valuable
yardstick to help them reflect on where they currently were and where they wanted to go
next in terms of their own development; they were able to focus on a particular area in which
they needed to develop. They appreciated the succinctness of the standards, and felt that
they are set out in a helpful and user-friendly way.

One participant summed up the process: ‘It created time to stop and reflect but helped
you to focus on all the aspects and demands of the role.’

No problems were encountered but some observations were made:

� There was a clearly identified match between the experience of the 
lecturer and the areas identified for discussion

� d5 (select and develop resources to support learning) was identified by all as an
area for discussion at the appraisal interview, possibly reflecting the current
situation in terms of the curriculum changes that staff are facing

� The process helped the manager to identify issues in a structured way, which
could then be built into the business planning process currently under way

� The process raised issues about the role of the course tutor and 
cross-college functions, particularly in terms of quality processes

� The need for management development for team leaders 
and course tutors was identified

� Some issues about relationships within the team were aired 
in a non-threatening way and helped to identify problems

� The importance of evaluation of changes was highlighted.

Reflections on the use of the standards

It was extremely easy to adapt the college appraisal model to incorporate use of the standards
in this way. The documentation has been reviewed; it now prompts the appraisee to reflect
on each key area in terms of strengths, weaknesses and areas for development. We felt that
it would be helpful to include evidence to support the statement, and space for the appraisee
to suggest objectives for development.

We plan to extend the project with more participants in the same school, including
part-time staff, and with another school. We also intend to explore the use of the standards
within the lesson observation process in relation to evidence, in a similar way to our current
piloting of customer service standards’ use in observation of support staff.

We certainly hope to introduce the development of appraisals college-wide in the next
year. Another step will be the use of the standards for job descriptions and the development
of a CPD programme. We currently offer certification for non-accredited CPD from the
University of Manchester. Future staff development programmes in teaching and learning
will be based on units against each of the key areas, which can lead staff on to the Diploma
in Education Management.
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Established in 1983, New College, Swindon has a primary function of providing high
quality further education to school-leavers in the Swindon area. As the inspectors reported
in late 1996, New College is in transition and is rapidly developing from its sixth-form
background into a general FE college, in keeping with its mission and constitution, while
retaining its reputation for quality and excellence.

New College has a deserved reputation for 16–19 education and is the first-choice
provider for its area. It is one of the largest and best providers of A-levels for the 16–19
group nationally. A-level points scores are 27 for the top 100 students, 23 for the top 200
and 19 for the top 300. There were 12 Oxbridge entrants in 1998.

Alongside this excellence in 16–19 education, the college is responding to lifelong customer
needs, as demonstrated by the 184% growth (albeit from a small base) in part-time adult
and community students last year.

The college currently has approximately 1400 full-time 16–19-year-old students, 40
higher education students and 2000 part-time adults. In the financial years 1995/96 to
1997/98, it achieved 42% growth in funding units, moving from 185 000 to 262 758 units.
It is on course again this year to exceed its Further Education Funding Council funding
agreement target by some 10 000 units.

The college has 112 teaching staff, representing a full-time equivalent (FTE) of 73·32.
There are also 53 business support staff (including a senior management team of three),
representing an FTE of 41·42.

Staff individualised record returns indicate that almost all our full-time or associate
teaching staff have a teaching qualification: Bachelor of Education, Certificate in Education
(Cert Ed), Postgraduate Certificate in Education (PGCE) or Further and Adult Education
Teaching Certificate (FAETC). Approximately 55% of part-time teaching staff have a teaching
qualification, and some business support staff have gained at least FAETC Stage 1
(needed to carry out some ‘hybrid’ roles).

The college was one of the first 10 colleges in the country to be accredited Investors 
in People status, and was one of the first six to gain reaccreditation.

Priorities for staff development are the provision of opportunities for staff to become
qualified (if they are not already) in terms of:

� Teaching and supporting learning, including the assessor and verifier awards
� Customer service
� Advice/guidance
� Management
� Key Skills (especially information technology).
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Description of the project undertaken

The FENTO standards implementation project has been very timely for us. In fact, the
standards’ launch in January 1999 was the final trigger for the introduction of a revised
scheme of appraisal in the college. The pressures for a revised scheme of appraisal
(incorporating national standards) came from a number of sources:

� Our staff need to be clearer about the standards expected of them in their roles
� With the introduction of self-assessment we need to enable appropriate linkage to

be made at college, team and individual level by self-assessment, observation,
appraisal and assessment/accreditation

� Members of our professional development team have developed an innovative
and highly respected interview-based approach to assessment of national standards.
This approach has been evaluated over a four-year period by our local Training and
Enterprise Council, by the Institute of Management and by the Bristol Business School
at the University of the West of England during a national Management Charter
Initiative project in 1997/98; it was commented on very favourably by all
concerned

� We have gained approval (mainly from the Business and Technology Education
Council/Edexcel) to assess all our national vocational qualifications by our
interview-based, ‘less paper’ approach – Customer Service, Advice/Guidance,
Management and Key Skills

� Our current appraisal scheme has not operated well in the last year, partly because
people were waiting for the revised scheme to be introduced and also because of
time constraints

� The revised appraisal scheme needs to be linked to two newly revised personnel
policies – for Performance Support and Capability – by use of national standards
of performance.

The objectives for our implementation project were therefore to:

� Build national standards into our systems of self-assessment, 
lesson observation and appraisal

� Use national standards to link our performance policies and 
assessment/accreditation of development.

Conduct of the project

We negotiated our proposed developments with our college joint consultative committee
(including representatives of Unison and the National Association of Teachers in Further
and Higher Education) at meetings on 17 March, 13 April and 26 May – with a largely
positive and encouraging outcome. Presentations were made to the college’s senior management
team and curriculum managers group in March, with presentations to the academic board
and the personnel subcommittee planned for June, prior to presentation to the corporation
on 13 July.

The design of materials was developed and amended in March, April and May; this
was a gradual refining based on the views and judgements of different groups, prior to final
approval of what will truly be a college scheme.

New appraisers and appraisees have been trained in relation to the proposed new
appraisal scheme, and all relevant managers have received materials and a presentation
about the FENTO standards. Three teams of staff (who have new appraisers) will trial the
new scheme (including the use of national standards). This trial will be evaluated, and
lessons learned will be built into our scheme for implementation from September 1999. 
All staff will receive training for the new scheme, for arrangements for self-assessment
and lesson observation during 1999/2000.
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During the project the college’s project coordinator was appointed as quality assurance
manager and college nominee, making the linkage with self-assessment and lesson observation
easier to attain.

Project outcomes

The standards have been built into our course review and self-assessment materials; 
these come to academic board for approval (and use!) from 10 June, prior to the completion
of the bulk of section self-assessment reports by 1 July. We have not yet built the standards
into our lesson observation arrangements, but as we develop our college scheme (within
our college quality system) we will have every opportunity to do so.

Clearly, we are still learning how to gain maximum benefit from the use of the standards,
by working with staff and their managers. Staff are pleased with the current focus and
interest in teaching and supporting learning – what the job is really all about – so are
keen to understand the standards.

The project will need ongoing training, support and evaluation to enable it to become
custom and practice within the organisation, but it is worthwhile since it offers current
best practice to the profession.

Reflections on the use of the standards

The project has shown us that the standards materials need to be kept simple and 
easy to complete at the self-assessment stage, with the availability of more detailed
FENTO (and other national) standards where necessary to clarify the standard required,
a potential development programme and the possibility of assessment/accreditation – some
teacher education providers have built the FENTO standards into their Cert Ed/PGCE
awards already (for implementation from September 1999).

It is important for the standards to be built into existing arrangements to enhance
clarity and effectiveness – but arrangements have to be simple to use consistently in the
pressured world of further education.

As with the introduction of any change or innovation, project leaders must have a
clear and practical vision, and must be able to communicate that, to persevere and to
accept negative views while working with colleagues to establish arrangements in their
college (which they need to know well).
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Wakefield College is one of the United Kingdom’s largest FE colleges, with over 11 000
students enrolled on a comprehensive range of FE and HE programmes. Approximately
5000 students are full-time. This year the college is running over 1400 courses serving the
Wakefield City and District in the provision of tertiary education for 16–19-year-olds,
providing education and training for the community as a whole and meeting the specialised
needs of industry and commerce throughout the Yorkshire and Humberside region.

The portfolio for 1998/9 comprises all modes of study and is accessible to students of
all ages. The scope of programmes on offer across all subject areas ranges from Basic Skills
through to the highest levels of professional and vocational qualifications. Wakefield College
has been an associate college of Sheffield Hallam University since 1994, enhancing its
commitment to offering locally based HE opportunities.

The college is based at a number of centres throughout the Wakefield Metropolitan
District with the principal centres located at Castleford, Hemsworth, Thornes Park 
and Wakefield.

Wakefield College was created by the Wakefield Metropolitan District Council as a
tertiary college in 1981. It was formed by the merger of Hemsworth College of Technology
and Mining, the Whitwood Mining and Technical College in Castleford, and the Wakefield
College of Technology and the Arts. Sixth-form provision in secondary schools in the western
area of the district was discontinued at this stage. Currently the major centres of the college
specialise in particular vocational areas.

The college received corporate status on 1 April 1993, enabling it to be financially
independent rather than under local education authority control. It currently has an 
annual budget in excess of £20 million.

Wakefield College employs 535 staff, including 68 part-time and fractional staff and
52 staff employed on fixed-term contracts (a full-time equivalent of 452). It is an equal-
opportunities employer and currently employs four staff with registered disabilities. In
addition to the above complement, it also employs the services of the Education Lecturing
Services (ELS) agency to contract teaching staff for fixed assignments to support curriculum
delivery. There are currently 154 ELS assignment-holders at the college.

Enjoying a national reputation for excellence and innovation in responding to
students’ needs, the college received an outstanding inspection report from the Further
Education Funding Council in 1997, placing it within the top 10% of colleges in the United
Kingdom. The management and staff are committed to the pursuit of ‘total quality’ and
recognise the requirement to review continuously the totality of their services to ensure
an ever-improving quality of services to their customers.

The aim of the college is summed up in its mission statement:

Wakefield College is committed to responding flexibly to the education and training
needs of the community by maximising opportunities for achievement and success.
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A recent review showed that only 87% of academic staff had a recognised teaching
qualification. The current priorities with regard to staff development are:

� Alternative curriculum delivery methods
� Integration of information technology, including creation of 

web pages and online learning materials
� Tutorial skills/effectiveness
� Assessor awards
� Management development
� Professional updating.

Description of the project undertaken

The topic area chosen for our project was the college appraisal system. It was thought
that the appraisal process currently in use might benefit from some additional scrutiny.
Key area g (reflecting upon and evaluating one’s own performance and planning future
practice) of the standards would be used to provide a comprehensive model of additional
areas to explore at all stages in the appraisal process (pre-appraisal discussion, self-
assessment exercise and appraisal interview).

The decision to run the project was taken following the introduction of a revised
appraisal model, which incorporated some of the points reported to the college at the
recent revalidation of its Investors in People kitemark. Two of these points related 
to the links between:

� Staff development and training and the college’s strategic objectives
� The processes through which staff development needs are recognised.

Conduct of the project

The project’s initial objective was to examine whether any ‘added value’ was given 
to the appraisal process by incorporating the following sets of criteria into the 
interface between the appraiser and the appraisee:

� Evaluate one’s own practice
� Plan for future practice
� Engage in continuing professional development.

One middle manager from each of the college’s four teaching faculties agreed to use the
criteria while appraising two members of staff. Two questionnaires were devised to
gather feedback from appraiser and appraisee.

The project relied on faculty managers volunteering to take part; this took some time
to arrange. The appraisers in turn found volunteers from their staff to try out the criteria
and complete the feedback survey.

Project outcomes

The initial objective was partially achieved. The college has undergone a major
restructuring exercise during the period of the project, as a result of which some
managers reallocated their time to take account of other unexpected demands. Therefore,
not all of the planned appraisal interviews were carried out. However, a number were
undertaken, after which appraisers and appraisees were sent feedback questionnaires.
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Key area g was used as an extra tool to structure the appraisal exercise. Questionnaire
respondents felt that the criteria to be incorporated into the appraisal were lengthy,
militating against a thorough evaluation in all areas. (A longer lead-in time might have
provided a greater opportunity for both appraiser and appraisee to familiarise themselves
with the standards, so that they were better integrated into the appraisal process.)

Using the criteria took the appraisal experience of some respondents into new 
realms of discussion. Some appraisers reported that the criteria only slightly enhanced the
methodology they had already been using; some appraisees felt that issues raised in the
criteria were not normally discussed at appraisal but were taken for granted. One appraisee
reported that by using the criteria she felt more prepared to lead the appraisal session rather
than be prompted.

Some criteria – for example, g1e (conduct a critical evaluation of their own teaching
by eliciting, valuing and using feedback from learners, other teachers, managers and external
evaluators) and g2e (consider and implement appropriate changes in programme design
and delivery that best reflect current vocational and educational developments) – described
complex issues; respondents said that it was possible to focus on one particular aspect and
ignore the others. This raises concerns as to the depth of reflection in other criteria.

Although the project’s purpose and objectives were fully explained to the participants,
there was no opportunity to gather first-hand evidence on the criteria’s use and usefulness.
(The appraisal exercise is conducted confidentially.) Feedback may have been influenced
by the relationship between appraiser and appraisee; reporting to a third party may have
encouraged some bias in the responses.

Reflections on the use of the standards

We found that the standards:

� Are easily adapted to fit the business context of any organisation
� Provide a structure from which to design a comprehensive appraisal framework
� Reflect best practice in individual performance and planning future practice
� Link personal development and training to the strategic objectives 

of the organisation
� Offer a framework to consider the FE sector and/or business environments.

Other colleges/organisations could use the standards to complement or enhance their
appraisal process. Some modifications might be necessary, but the general framework
remains a valid tool to focus attention on individual performance and planning future
performance.

The standards could be used to design a staff development programme to support 
and enhance the appraisal process. Within our college the results from a recent staff survey
suggest that experiences of appraisal vary; there are inconsistencies in approach and also
in perceptions of what appraisal is about and what it is supposed to achieve. Staff development
for both appraisers and appraisees using the standards would provide a clarity of purpose
and offer a format by which the process might be conducted.

Further work might be undertaken to consolidate the standards by agreeing the 
key concepts. The formulation of specific methodologies whereby the standards could be
systematically incorporated into the appraisal interview and any responses accurately
recorded would meet the requirement for an ‘ease of use’ approach.

An agreed methodology would add a consistency to the appraisal approach,
enhancing the perceived value of the experience.
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Bilston Community College is an FE college located in Wolverhampton in the West
Midlands. Established in 1994, it has sought since its inception to provide open-access,
equal-opportunity educational provision both in Wolverhampton and more widely. 
The college is going through a period of rapid change, brought about by a very poor
inspection report in January 1999 and serious financial difficulties (essentially,
insolvency). This report reflects those difficulties.

Because of the major changes at Bilston, the following figures are approximate. 
At present the college operates at between 500 000 and 600 000 Further Education 
Funding Council (FEFC) funding units per year. The total college budget in 1998 
was approximately £21·7 million.

Since January 1999 the college has been ‘downsized’ by approximately 300 members
of staff, a reduction in staffing that will continue up to and beyond the takeover by Wulfrun,
its sister college in Wolverhampton.The college currently has approximately 470 full-time
members of staff.

It is difficult to give an accurate description of the college, for reasons that include:

� The departure of so many staff over a relatively short period
� The reduction in college sites from nine to two
� The need for all staff to apply for, and be appointed to, new posts 

during the past six months, and the need for most to go through 
the same process over the next 12 months

� The advent of three chief executives in one year
� Major problems arising from a very poor inspection report – accrediting bodies

suspending accreditation, staff leaving the college and taking much of the business
with them, the constant stream of criticism of staff by the FEFC and government
ministers, the imposition of a team of consultants to help the college, and 
a committee of enquiry.

These factors provided a difficult and unsettled background for the standards
implementation project.

Interestingly, I found that the production of the standards has provided some 
stability and focus at the college; it has enabled us to discuss improvements in teaching
and learning – and the associated skills of the staff – in a positive way. Bilston staff
desperately need some ‘positives’ to hang on to.

60 Standards in action

Bilston Community College
Alan Shepherd 15



Description of the project undertaken

The original application stated that the project would be based on our ‘embryonic’
teacher development programme (TDP). Because of the changes described above, 
we have not been able to carry the TDP forward. However, we have:

� Discussed the national standards within management and staff groups
� Carried out a partial mapping
� Produced a clear proposal for implementation, 

agreed by the college management team (CMT)
� Started to build the standards into our staff development provision.

Conduct of the project

Having been unable to develop the TDP, we moved to a mapping exercise which would
enable the standards to be linked to appropriate aspects of the college’s work – initial
teacher training, INSET, the personal achievement log and the personal and professional
development review (PPDR), for example. This mapping exercise was a useful starting
point and enabled us to focus on the standards and current systems in the college.

The mapping is ongoing. However, we found it time-consuming in the college’s current
state. Because of the need to produce an outcome for the implementation project, and to
enable the standards to become a practical tool for staff development, we reconsidered
our approach.

The stages of the project were/are:

� 26 January 1999: Report back to CMT
� February 1999: Raise staff awareness via a Staff development matters newsletter
� April to June 1999: Introduce discussion and activity into pre-arranged 

INSET sessions
� March 1999 to date: Create a mapping exercise
� To be done: Discuss mapping with managers
� To be done: Reconsider the implementation strategy and the move to a self-check

approach linked to staff development opportunities.

Project outcomes

We are producing a series of booklets which, with careful support, will enable staff 
to ‘self-assess’ their skills against the standards.

We are linking the standards to other college developments: INSET, PPDR, lesson
observation, Investors in People, the learning facilitator’s toolkit (a new development
arising partly from the standards) and so on. This linking is directly supported by the
mapping exercise.

Reflections on the use of the standards

The approaches we have taken to implementation can be applied in other colleges and
organisations. We still have far to go in our implementation process, and it will be some
time before we can evaluate what we have done. (Moreover, the takeover referred to above
may prevent us from completing the work.) However, we would be very happy to share
with colleagues anything arising from this project. We feel that, in less changing and
traumatic circumstances, the approach we have taken would work very well indeed.
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The Metropolitan Borough of Bolton lies within the county of Greater Manchester 
and has a population of about 265 000. In the past, the economy depended heavily on
manufacturing industry. This is now in decline, but many people still work in manufacturing.
Unemployment is around 5%; about 65% of school-leavers remain in full-time education.

Bolton College is a general FE college, mainly providing vocational education and
training. Its ‘competitors’ include a merged sixth-form college in Bolton, six FE colleges
within a 12-mile radius, and private training providers. The college has two sites – one 
in the centre of Bolton, the other at Horwich, about six miles away.

The college’s mission is:

… to promote, encourage and assist the enhancement of people and organisations
through the provision of quality services in education.

The curriculum is divided into seven sectors: Business Administration; Catering, Leisure
and Tourism; Communications and Humanities; Community Care; Construction; Engineering
Technology; and Maths, Science and Computing. The college’s Training Unit manages
education and training sponsored by Training and Enterprise Councils.

The college’s consultancy service – a private limited company acting as a broker
between industry and the college to provide customised training packages, consultancy
and technical support in a range of areas – is becoming increasingly important. Much of
its success is dependent upon the industrial expertise of its staff, mostly lecturers seconded
from the college. Current successful initiatives include training packages for Nuclear
Electric, British Gas, water companies and the hotel industry.

The college currently employs around 250 support staff and 230 academic staff; of the
latter, 80% are permanent full-time or fractional lecturers and 20% are ‘core’ part-time
staff. An external agency is also used to provide a significant number of part-time lecturers.

There is a strong commitment to staff development. The college achieved Investors in
People recognition in 1997, and it is a college objective to maintain the staff development
budget at 2% of payroll. Priorities for 1998/9 include inclusion, pedagogic skills, 
Key Skills and information communications technology.

Description of the project undertaken

In 1996 a new contract was introduced for academic staff. This included a statement in
the ‘working year’ clause requiring that ‘five [days] will be used for professional training
and updating’.

Although not explicit in this statement, a tradition was immediately established that
this meant undertaking a short external placement or placements relevant to the lecturer’s
area of work. This has resulted in some very positive experiences in terms of continuing
professional development (CPD). Placements in 1997/8 included:
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� Business Administration staff: Bolton General Hospital, 
Blackburn Council, Cash Generator Ltd

� Catering, Leisure and Tourism staff: Going Places Travel, 
Marsdens Bakery, Palace Hotel

� Communications and Humanities staff: Salford Health Trust, 
Oldham Coliseum Theatre, Warrington Careers Service

� Community Care staff: Derby Family Support Centre, Moss Lea Nursery, 
Bolton Health Authority

� Construction staff: Crown plc, Surelux Lighting, Henry Riley & Son, Clay Ltd
� Engineering Technology staff: Panasonic TV Systems, British Aerospace, 

IBM Computers
� Maths, Science and Computing staff: Dawson Technology, Whizz Kids Software,

Federal Mogul Automotive.

However, the overall experience has been patchy. Not all lecturers complete the paperwork
and there is a general lack of clarity and coordination concerning what people do, whether
they actually do it, how they do it and so on. There is also an impression among academic
staff that this is a contractual chore rather than a positive personal development experience. 

Senior management, however, are increasingly keen to make this activity work, in
response to inspection report statements on the importance of industrial and professional
updating.

The cost of using five working days for teaching staff to undertake this annual professional
updating is around £70 000 to £75 000 in salaries.

In January 1999, we reached a point of change. The following problems in the professional
updating system had become apparent:

� Little monitoring of the scheme
� Little evidencing of the scheme; only 30 lecturers had returned the paperwork for 1997/8
� A lack of understanding of the scheme
� Some negativity towards the scheme from lecturers.

At the same time, the FENTO standards were launched. Senior management was keen to
use the standards to help improve the quality of the teaching and learning experience at the
college, and in particular to improve retention and achievement.

The basis of our project was to use the standards to improve the professional updating
scheme and the way lecturers use and perceive it. At the same time, the professional updating
scheme would become a vehicle for introducing the standards. This approach could then
be used to look at, and perhaps improve, other college schemes and procedures – appraisal,
teaching observations for self-assessment and so on. 

Conduct of the project

In practical terms, the project meant looking for improvements in the professional
updating scheme’s design and implementation – the paperwork, the guidelines, the training,
the procedures, the perception etc. – in line with the following objectives:

� Raising awareness of the standards among lecturers and academic managers
� Providing evidence of the achievement/attainment of the standards
� Assisting improvement of the staff development evaluation process
� Promoting professional updating as a positive, worthwhile experience for lecturers.

The project focused on key area g (reflecting upon and evaluating one’s own performance
and planning future practice) of the standards, using it as the starting point in trying to
achieve the above objectives.
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The standards are very detailed – there are a lot of them even within this one section.
Therefore they could not be used ‘raw’: we could not just hand out copies of the standards,
or print them on the proposal form completed by lecturers before their professional
updating activity, and leave the lecturers to address them.

Instead, I sought to extract the ‘flavour’ of key area g, to influence the way the scheme
is approached and used. This resulted in changes to the proposal form: a ‘professional updating
needs’ section was introduced, containing three simple boxes to complete:

� Subject area. The idea is that lecturers will evaluate their own current practice:
what they teach; how that fits with college objectives, the curriculum etc.; 
any new areas of teaching they would like to develop. This is in line with g1
(evaluate one’s own practice), but in a quite simple way

� Current issues. What are the current issues in the lecturer’s subject area? Is the
syllabus changing? Are there new topics, new theories, technological developments,
new methods of delivery etc.? This is in line with g2 (plan for future practice) but,
again, in a very simple way

� Placement. A brief description of the placement and activities proposed. ‘Closing
the loop.’ Where is the lecturer? Where does he/she need to be? Can this activity
help him/her get there? This is in line with g3 (engage in CPD).

The idea is to encourage lecturers to assess themselves annually against the general
philosophy of key area g, while not confronting them with complex paperwork 
or any suggestion that they are being assessed by someone else.

Project outcomes

I have delivered presentations to lecturers in sector meetings to explain the scheme and
the paperwork. (Interestingly, despite the publicity and my efforts, few of our lecturers
have seen the standards and very few seem to see any real relevance to them at this time.
Some had still not heard of the standards.)

Despite the problems and loopholes at this early stage, our lecturers seem to like 
the idea when it is explained to them. They find the scheme more understandable 
and meaningful to their work.

Overall, therefore, I feel my objectives were achieved and are worth pursuing in the
longer term. I intend to keep the changes I made in carrying out this small project. I will
pilot the revised scheme over a longer period, and continue to develop the broad ideas
outlined here in other developmental areas such as appraisal.

Having already brought about changes to the college’s professional updating guidance
and training, in the longer term the project will result in changes to:

� The observation of teaching for self-assessment
� The annual appraisal system for teachers
� Performance indicators for teachers.

Reflections on the use of the standards

The following lessons were learned from the Bolton project:

� Do use the standards as an approach for planning, policies, procedures,
performance review, appraisal, staff development etc

� Do not try to use the standards as a checklist or set of performance indicators
� Do not present lecturers with the standards as ‘a list of what you have to do’
� Do assume that lecturers will not appreciate more or more complex paperwork
� Do think long-term
� Do translate the detailed standards into broad, meaningful areas of the lecturer’s work.
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Based in Nottingham, Education Lecturing Services (ELS) provides support to colleges
from its pool of self-employed professional lecturers. This pool currently stands at over
50 000 and continues to expand at a rate of several hundred every month. ELS has a
corporate staff of over 100, who provide liaison between colleges and lecturers, act as
telephone support to colleges, and provide information technology (IT) and technical
services to let colleges access and interrogate the ELS database.

As independent, self-employed professionals, members of the ELS pool face particular
challenges in ensuring that they stay abreast of developments in teaching and learning practice,
and in the subject area in which they work.

In developing the quality of the service it offers to clients, ELS has introduced a range
of initiatives aimed at supporting the continuing professional development (CPD) for its
pool of self-employed specialists and the host-colleges in which they operate. Examples
of this work by ELS are its:

� Structured induction process
� ‘New to FE’ programme for lecturers working in the sector for the first time
� Internet-based ‘Lifelong Learning Network’
� ‘Sharing good practice’ programme.

With this background of developing good practice, ELS applied to become involved in
the FENTO standards pilot projects, in the hope that the experience would be beneficial
both to FENTO and to ELS’s own lecturers.

Description of the project undertaken

For part-time lecturers in further education, professional development in their teaching
role is often not as easily available as it may be for full-time teaching staff. The circumstances
of independent lecturers, some of whom may lack teaching qualifications or experience but
are assigned because of their knowledge and skill, vary considerably. Therefore, to be relevant
to these lecturers, any standard must have the flexibility to cope with variations in:

� Role
� Hours of work
� Curriculum area
� Level of teaching
� Previous knowledge and experience.

Effective professional development for part-time lecturers requires the successful integration
of four critical factors:

� A self-managed and disciplined approach towards acquiring new expertise
� A methodology for improving performance
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� A tool to identify areas for improvement
� A benchmark to measure progress and achievement.

This project seeks to identify the feasibility of using the standards as a tool for all four
aspects via self-assessment, target-setting and progress review.

Conduct of the project

A small number of FE colleges were approached to provide participants for the pilot.
Part-time lecturers at each college were invited to volunteer to participate and a sample
group was established from these volunteers, ensuring reasonable coverage of age, gender,
geographical location, curriculum area, teaching hours and teaching experience. Twenty
part-time professionals volunteered their free time to take part in the project.

The curriculum areas covered by the participants (of whom 72% were female, with
64% holding teaching qualifications) were Music, IT Skills, Business Administration, Students
with Specific Learning Disabilities, Accounting, Dance, New Deal, Adults with Learning
Difficulties, Flower Arranging, and Hospitality and Catering. The number of hours taught
per week varied from one to 12. The least experienced participant had been lecturing for
six months, the most experienced for 12 years.

The participants first attended a project briefing session, where the objectives, scope
and structures of the FENTO standards were explained. The aims of the pilot were discussed
and participants asked to contribute as follows:

� Carry out a self-assessment against the standards
� Give feedback on benefits and problems encountered in using the standards
� Recommend support and guidance needed to enable effective use of the standards

for self-managed CPD.

After receiving detailed feedback on these three points from the participants, we used our
own experience to draw conclusions and formulate this report.

Project outcomes

The project has achieved its objective, and has shown that the FENTO standards have
the potential to become a valuable tool within programmes for independent, part-time
lecturers’ CPD. For this potential to be realised, support tools and approaches need 
to be developed to ensure effective, practical application of the standards within 
self-managed learning.

ELS is currently experimenting with the use of the standards within the ‘Sharing good
practice’ programme, in which a number of ELS lecturers identified as good practitioners
from assignment review are working together to develop tools and support
methodologies for the independent lecturer.

A second stage to the project is under consideration to develop on the themes
identified in this first stage, by:

� Gaining wider input from college principals and programme managers through
the ELS Principals Advisory Board and College User Groups

� Inviting all ELS lecturers to comment on this report and the standards 
via the Lifelong Learning Network and the ELS website (www.els.co.uk)

� Identifying specific support methodologies and tools to enable independent lecturers
to benefit from their use of the standards.
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Reflections on the use of the standards

Several conclusions can be drawn from the feedback given by participants in the pilot,
relating to the needs of independent, part-time lecturers.

1. The standards are an effective tool for segmenting and evaluating the key areas 

of teaching for most curriculum areas and levels of teaching

The overall premise of a competence framework dividing the role into the eight key areas
of teaching provoked a favourable response from 75% of participants. It was felt that the
segmentation helped them assess their strengths and weaknesses to identify development
opportunities; one commented that ‘the hierarchical approach allows high-level and
successively more detailed views of one’s teaching to be examined’.

2. The professional knowledge requirements provide a useful tool 

for identifying knowledge gaps

Over 50% of participants responded favourably to the idea of identified professional
knowledge requirements. The generic knowledge for each key area was felt to be particularly
useful to the less experienced part-time lecturer. However, see also item 7 below.

3. The level of importance or priority attached to each key area will vary 

significantly according to the role of the individual and curriculum area

Participants in specialist or non-teaching roles quickly identified that several areas 
were only of tangential relevance to their role. Additionally, over 75% commented on 
the time input that would be required to encompass the many ‘administrative’ responsibilities
mentioned within the standards. This is a key issue for those lecturers who are only paid
for classroom contact hours: ‘Care should be taken to avoid imposing uniform and
unreasonable administrative obligations, which [for a part-time independent lecturer]
may not be commensurate with the obligations undertaken.’

4. The standards assume a level of experience, knowledge and understanding of 

teaching and learning concepts and jargon

Those participants who had not undertaken formal teaching qualifications, 
especially those from non-mainstream curriculum areas, found many of the 
teaching and learning concepts unfamiliar. This was particularly the case within the 
‘professional knowledge’ aspects.

These use of jargon without explanation excludes less experienced lecturers, even
where they may actually be performing to the standards. ELS provides lecturers in its pool
with ongoing CPD, Lifelong Learning Network programmes and regular contact newsletters,
but many other independent, part-time lecturers have little chance to keep up to date with
FE issues, and little contact with full-time college staff. Where part-time lecturers are assigned
because of their specialist knowledge, many of the peripheral teaching issues may have
little relevance.

5. Those who are unfamiliar with competence standards and frameworks find 

the structure and nature of the standards difficult to understand

Participants who had not worked in the competence field had difficulty in understanding
the structures. Some also struggled to see the practical application of many aspects, and
wanted guidance on ‘typical evidence’ or examples of application. ‘I found it difficult to
match my notes [to specific pages/sections of the standards], so had to number them myself
for reference,’ one commented.
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6. The complex nature of the documentation makes navigation around the standards

difficult, especially if the various sections become separated or mixed

Over 80% of participants said that the standards were unwieldy. All agreed with the
general structure of the eight key areas and the main elements under each of these, but
had got lost in a morass of detail within the ‘performance criteria’. Several recalled that
they had ‘spread everything out’ on the floor or table in an effort to see how the standards
fitted together. The general impression was of information overload, ‘burying’ the user in
detail and different levels of professional knowledge. Guiding the user around the standards
is clearly a necessity if the standards are to be of practical use to the part-time lecturer.

7. The location of knowledge requirements in three places as ‘domain-wide’, ‘generic’ or 

‘essential’ can be confusing and makes self-assessment difficult

The domain-wide knowledge was deemed helpful by 75% of participants as a general
benchmark of their knowledge. However, most expressed confusion about the ‘generic’
and ‘essential’ knowledge: ‘If there is essential knowledge, does that mean the generic
knowledge is optional?’

Over half also felt that the same knowledge areas came up many times at a key-area 
or element level, and could be covered at the top level of domain-wide knowledge.

Recommendations

Based on the above, we suggest that the standards documents be segmented to allow
complete separation of introduction, guidance notes, key areas and professional knowledge.
We also recommend the inclusion of:

� Guidance on ‘weighting’ the key areas for different roles
� A glossary of terms and definitions
� Guides to the use of the standards for various purposes
� Practical application examples (perhaps along the lines of the ‘typical evidence’

guidance used in the National Management Standards).
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The product of a merger in 1996 between Hinckley College and North Warwickshire
College of Technology and Art (both founded in the 1890s), North Warwickshire and
Hinckley College is a general FE college serving north Warwickshire and south Leicestershire.
Its catchment area now straddles parts of two counties and two regions, and has a population
of more than 200 000 people. The college has a network of a dozen permanent outreach
centres, situated mainly in local community settings.

The college offers courses in all the programme areas funded by the Further Education
Funding Council, and has a long-standing commitment to widening participation and
providing educational opportunities for all. It works in partnership with local authorities
and voluntary organisations to support the unemployed and underemployed. It is a lead
college in a partnership that includes three other FE colleges and many other organisations
seeking to widen participation. It led a group of colleges in the first stage of the Inclusive
Learning Quality Initiative project.

In July 1998 there were 21 628 enrolments, of whom 2824 were full-time students.
The profile of lesson observation grades awarded by inspectors is well above the average
for colleges inspected in 1997/98. There is excellent support for students; pre-entry guidance
and initial assessment of their needs are thorough.

The college encourages all staff to undertake staff development, to support professional
and personal growth. Many staff are working towards qualification in initial teacher training,
Certificate in Education (Cert Ed) or Postgraduate Certificate in Education (PGCE), and
a variety of Training and Development Lead Body training awards.

The college agrees annual priorities for staff development. These are:

� Inclusion
� information technology/information and learning technology
� Management development
� Quality
� Curriculum and improving learning and teaching
� Updating, upskilling and retraining.

For a number of years the college has promoted research and development activities 
in learning and teaching. It has benefited from membership of the first FEDA ‘Improving
learning and teaching’ project, and has simultaneously supported projects such as peer
mentoring across academic programmes and internal review training focused on improving
the quality of the learner’s experience.

Description of the project undertaken

The project took the form of an investigative study into the promotion of reflective
practice in a number of areas within the college. Various strategies are currently
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employed; the intention was to see how well they enabled participants to make the most
of their reflection and evaluation, and to improve their understanding of learning.
We have worked principally with a group of 19 teachers on an in-service Cert Ed/PGCE
(Post-Compulsory) course and a group of eight staff from the Learner Support Service (LSS)
who are interested in learning more about peer mentoring as a process of continuing
professional development (CPD).

Conduct of the project

The initial objectives were to:

� Evaluate the effectiveness of different methods of promoting reflective practice
� Identify areas of evaluation practice for further development
� Use the results of reflection to improve staff understanding 

of students’ learning processes
� Match evidence of reflective practice with the key area g performance criteria.

Reflective practice forms the key underpinning strand for the Cert Ed/PGCE course and 
is presented as a taught unit. A number of strategies were adopted during the project
sessions to encourage participants to reflect on and evaluate their own practice and
underlying philosophy of teaching and learning:

� Use of a reflective journal (individual activity)
� Critical incident analysis (working with learning partners)
� Use of specific frameworks for situating practice and philosophy
� Various creative activities using pictures and music.

The LSS staff elected to receive specific training in peer mentoring principles and
practices before carrying out task observations and reflection on practice, working with
peers from the service. The specific tasks used during training centred on critical incident
analysis and exploration of personal philosophies relating to their professional role.

During the project we worked with around 30 members of staff. The Cert Ed/PGCE
group, while a captive audience, were willing participants and engaged fully in using 
and evaluating the various methods described above.

The LSS staff all volunteered for the project. The two team leaders were particularly
enthusiastic about the developmental potential of peer mentoring and were instrumental
in securing funding for the eight project participants. The most problematic aspect of our
work has been finding a mutually convenient time outside normal working hours at
which we could meet.

The most interesting issue to emerge from the project has been the emphasis laid by
most of the above methods of reflection on verbal skills in articulating individual thoughts
and ideas. From the perspective of assessor, there is a potential risk of equating depth of
reflection with language skills. Another significant issue to have emerged is the extent to
which an individual’s reflection can be facilitated or hindered by the sensitivity and
listening skills of her/his partner.

Project outcomes

All the project objectives have been achieved:

Evaluating the effectiveness of different methods of promoting reflective practice

Participants were able to evaluate the concept of reflective practice overall, and also the
personal meaning that different methodologies had for them. Learners developed a range
of ‘customised approaches’ with which they felt comfortable in the process of reflection.
For example, strategies such as mind-mapping, stream-of-consciousness writing 
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and the use of tape-recordings or sketch books were all highly valued.
The project has affirmed our belief that there is no single best way to reflect, but that
circumstances, personal preferences and personal skills – as well as those of colleagues –
will play an influential part in selection of method.

Identifying areas of evaluation practice for further development

In particular, two areas of evaluation practice have been identified: the need to develop
further strategies that are not dependent on language, and the need to encourage individuals’
development of tools and/or frameworks that respond specifically to their own ideologies
and needs.

Using the results of reflection to improve staff understanding of 

students’ learning processes

There is evidence from a number of sources that reflection has been used to further
understanding of learning processes. All the methods used to promote reflection
(systematic post-lesson evaluation, critical incident analysis, peer mentoring, Heron’s grid
and reflective journals) have been used with varying degrees of success by participants.

Establishing whether reflection has led to increased understanding and improved
practice is a longer-term objective, impossible to achieve within the scope of this project.
It has been possible to assess both understanding and its effect on practice in the context
of the Cert Ed/PGCE group: written assignments demonstrating understanding were
submitted and systematic observation of classroom practice took place. The LSS staff
demonstrated an understanding of the nature of reflection and the skills necessary to
facilitate reflection, and therefore their own learning processes.

Matching evidence of reflective practice with the performance criteria of key area g

The participants had no difficulty in matching evidence against the performance criteria.
All were able to identify that evidence could be and in many cases had been generated by
written accounts, taped interviews, drawings, music and mime. All methods have, according
to personal preferences and learning styles, enabled participants to evaluate, to plan and
to develop personally and professionally.

Those who had undertaken specific CPD programmes directly and explicitly linked
with the standards (peer mentoring and Cert Ed/PGCE) were able to identify places where
insights derived from research related to their own practice. Where programmes generated
written accounts of reflection, there was no difficulty in matching evidence with the
relevant performance criteria.

Reflections on the use of the standards

One of the participants’ principal concerns involved the technicalities of presenting the
evidence for assessment. Discussion around this issue led to the rejection of national vocational
qualification-type portfolios in favour of a more discursive, expressive format.

In using the units of key area g we found that some input on reflective practice 
(‘what’ and ‘how’) was beneficial. Where peer facilitation was used, all found that training
in active listening skills facilitated the reflective process.

The standards provide a useful focus for staff in aiding conceptualisation of CPD.
They are couched in developmental terms; this has encouraged those completing training
to consider the practice of reflection as something that must be ongoing rather than simply
having to be done ‘for the course’. However, some learners felt that there were too many
overlaps between the descriptors in g2 (plan for future practice) and g3 (engage in CPD).

A particular issue we have identified for research and development is that of recording
and assessing evidence of reflective practice without relying on written or verbal forms
(where the ability of the individual to articulate can affect the perception of depth 
of reflection). This is the next project.
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Swansea College is one of two FE institutions in the City and County of Swansea – an
authority encompassing the Gower, the City of Swansea, five urban areas and the narrow
coastal strip around Swansea Bay, with a population of 232 000 (8% of the population 
of Wales). The college offers a broad range of academic and vocational programmes, 
and a rapidly increasing higher education programme of which teacher training is a part. 
These programmes are offered over six fixed sites and 60 community-based venues.

The college has recently undergone a restructuring and has seven divisions 
and five functional areas:

Divisions

� Maths, Science and Engineering
� Visual and Performing Arts
� Hair and Beauty, Independent Living Skills
� Humanities and Applied Social Sciences
� Business Management, Sports Leisure and Tourism, Catering and Hospitality
� Computing and Office Technology
� Community Operations.

Functional areas

� Curriculum Planning – including Quality and Professional Development
� Learning Development – including the Learning Centre, Basic and Key Skills,

Learning Support, Maths and English GCSE
� Estates
� Personnel
� Business College – including European Funding, Youthstart, 

New Deal and Training Credits.

There are currently 2000 full-time students and approximately 12 000 part-time
students, of whom 1000 are in the workplace. The college has experienced 40% growth
over the past four years. There are 170 full-time and 350 part-time academic staff, 
plus 121 full-time and 223 part-time support staff. All staff are included in the 
Investors in People (IIP) programme, which the college has maintained since the 
initial award in 1997.

In particular the college runs a successful teacher training programme, with approximately
150 students enrolled on the following courses:

� Certificate in Teaching Basic Skills (City and Guilds 9285)
� Use of Information and Learning Technology in Teaching and Learning (Edexcel)
� Further and Adult Education Teaching Certificate (FAETC) (730)
� Certificate in Education (Cert Ed) or Postgraduate Certificate in Education

(PGCE) (University of Wales College Newport)
� BA (Hons.) Education and Training (University of Wales College Newport).
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These are supplemented by a number of short courses, which can be accredited towards
the above qualifications. About 40% of FAETC and Cert Ed/PGCE students are from college
staff. New full-time staff without teaching qualifications are expected to begin teacher
training within a year of their appointment.

The college’s staff development policy places emphasis on all staff achieving relevant
professional qualifications and maintaining a professional portfolio. The IIP programme
is a key feature in ensuring that all staff take part in annual reviews and negotiate development
action plans (DAPs) with their line managers; these plans address the need to achieve
professional qualifications where appropriate, as well as focusing on individual interests
and other development needs. All DAPs are mapped into the college’s business plan.

Description of the project undertaken

Our project, ‘Devising individual development plans (IDPs) based on the FENTO
standards’, aimed to:

� Develop the use of IDPs as part of the college’s strategy 
for continuing professional development (CPD)

� Use the standards as a means of assessing prior learning and experience
� Use the standards to accredit prior learning and/or experience.

A small number of staff, with a range of backgrounds and levels of experience, took part
in the project, using the standards as a framework for self-assessment. IDPs were devised
from the self-assessment activity.

As the college has maintained IIP status for three years, the concept of review,
reflection and action planning is not a completely new one. The purpose of this project,
however, was to see whether the standards would support this process; in particular, would
they offer a structure for interviews, reviews and assessment that focuses more sharply 
on the ‘teaching and learning’ aspect of the job?

All full-time staff and part-time staff working for more than 12 hours a week have DAPs
as part of the IIP process. Targets for the DAPs are drawn up based on discussions with the
line manager, and reflect (some more than others) the individual’s job description. All targets
are linked to the aims outlined in the college’s mission statement. The FENTO standards
offer a further layer of detail which is particularly useful if an individual needs to develop
skills, knowledge or aptitude in a particular aspect of their job. The statements themselves
are easily converted to objectives, which are easy to measure; depending on how the
DAPs are written, targets can be less specific.

The project’s other key purpose was to discover how the standards worked in 
practice, in terms of mapping them to current teacher training programmes. Some of the
staff interviewed had teaching qualifications, some did not. Others had units or ‘parts’ of
a qualification. The aim of IDPs is to link individual development needs more accurately
to the teacher training programme on offer. This has come about as a result of the general
shift away from ‘courses’ towards ‘pathways’ and in response to the demands of very busy
people who need to attain a qualification within a reasonable time-frame.

One of the college’s key staff and curriculum development priorities is to ‘develop
learning for the 21st century’. Behind this is the aim of giving staff the skills and knowledge
to deliver learning in a variety of modes, with substantial use made of information and
learning technology. Again, individualised learning features prominently in all of this. 
If staff become familiar with IDPs for themselves, the concept will hopefully be easier 
to transfer and implement with learners.
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Conduct of the project

Interviews were carried out with six members of staff, who had agreed to take part. 
Each interview had three elements:

� Recording of prior knowledge, experience and achievement 
(for which a proforma was devised)

� Assessing development needs against the standards
� Devising an IDP.

The intention had been to interview 10 staff, but this proved difficult because of time
constraints for both staff and the interviewer. May and June are still taken up with teaching,
increased numbers of portfolio sessions for some courses and students, preparing for external
verifiers’ visits and attending staff development events. In addition, the interviews took 
a lot longer than anticipated – at least an hour.

Another difficulty, although it sounds a little far-fetched, was finding a suitable room
or space in which to meet and be undisturbed for a period of time. Colleges are full of
classrooms and lecture theatres but small, congenial spaces for one-to-one work are few
and far between. This has wider implications for the nature of individualised learning
and the learning environment.

Other issues emerged through trial and error:

� The interviewer has to be confident and conversant with the standards to pose
relevant and effective questions; knowledge of Training and Development Lead
Body (TDLB) standards helps

� A simple checklist drawn up prior to interviews enables the interviewer to 
‘home in’ on key areas for discussion and action, so that interview time is 
not spent on an unnecessary trawl through all the standards

� The interviewer has to decide how to make notes, and be consistent in this. 
In our project, a crude numbering system emerged to reduce scribbling:
1 = Confident
2 = Needs practice/experience
3 = Further learning.
Use of a tape recorder was considered, but was felt to be ‘false’ and intrusive. The
interviewer has to strike a balance between writing and maintaining eye contact

� A distinction between generic knowledge and essential knowledge is useful, 
the latter being explored if the former is picked up as ‘2’ or ‘3’. We found the 

‘essential knowledge’ statements to be useful as prompts for discussion
� The interviewer has to be aware of assessed need and perceived need. Some

aspects of the standards may not appear immediately relevant, particularly 
where they do not feature in an individuals’ day-to-day work – for example, 
e1 (induct learners into the organisation)

� Experienced staff find aspects that can still be developed further – for example,
they may not be involved in Key Skills implementation or delivery, or may feel
that their information technology skills could be improved

� Effort may be needed to avoid seeing the standards as just an assessment
framework, particularly when an individual is used to TDLB standards. 

Project outcomes

The first two objectives were achieved, but will be developed further in the coming year.
The third objective, which focused on accrediting prior learning and/or experience, was
achieved in part; it should have read ‘to use the standards to assist in the accreditation 
of prior learning and/or experience’.
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The accreditation process triggers off another set of activities; these were not the focus of
this project and take varying lengths of time to complete, depending on the individual’s
starting point. However, the standards helped to make questioning, self-assessment and
recording more consistent, preparing the ground for accreditation in a more streamlined
manner. This was further eased by the fact that the project officer delivers the national
vocational qualification (NVQ) version of the FAETC; there is a substantial match
between City and Guilds standards and FENTO standards in terms of key areas 
of activity.

In general, the standards have helped to set up a framework for the design of IDPs,
including proformas, checklists, prompts for questions and ‘handles’ for individuals 
to latch on to.

In particular, the standards have provided an impetus to individuals who, although
they might not have a teaching qualification, are pleased to know that much (if not all) 
of their current work activity meets the requirements of Level 2 teacher training.

We intend to develop the use of the standards in several ways:

� The Cert Ed/PGCE programme has just undergone a quinquennial review and the
modules have been revised to reflect the FENTO standards. Two units have been
combined and renamed ‘Evaluation and professional development’; they are no
longer taught modules but are delivered through a restructured tutorial system
which includes regular review and action planning. A small pilot will be carried
out to assess how the standards can assist in the tutorial and self-assessment
process – this is an extension of current work, so hopefully the same checklists
can be used

� Teaching observation forms have been designed to reflect the relevant sections 
of the standards

� There is increasing interest in CPD; staff have taken up in-house training
opportunities that meet their needs, interests and/or DAP targets. There is 
also a greater awareness of the advantages of flexible delivery; some staff have
suggested that in-house events could have further purpose and relevance for them
if linked to accreditation, adding to their CVs. From September all staff
development events will be mapped to the FENTO standards.

Reflections on the use of the standards

There is a lot of scope for use of the standards, but individual organisations will choose
to use them in different ways. They can be used to formulate frameworks for CPD, and
to offer a more flexible way of achieving qualifications by linking in-house events with
teacher training programmes. Equally, individual sections can be used to develop policy
and procedure: student support systems or initial guidance, generic job descriptions and
professional codes of conduct, for example. Colleges may use the standards to ‘tighten
up’ aspects rather than starting from scratch, on the assumption that most if not all
institutions will have embedded systems and policies for key areas by now.

Swansea College currently has no suggestions for modifying the standards. They are
still relatively new and the majority of staff will not have seen them. For one who has struggled
with the TDLB standards for a number of years, the FENTO standards are clearly expressed
and relevant to the roles and skills that practitioners are expected to implement. It is
recognised that they are not specifically meant to be assessment criteria.

Implementation issues

Time is needed to let key staff familiarise themselves with the standards and discuss their
use; individual staff will still have trouble with the format. There is also still hostility to 
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‘NVQ speak’, and some staff will perceive the standards to be an NVQ by another name –
there needs to be some awareness-raising here.

There also needs to be careful liaison between key staff responsible for internal and
external assessment/quality systems – how can the standards work for both?

Thought must be given to the introduction of the standards to CPD – are we saying
that all staff will eventually have to demonstrate that they meet them? There is a need to
avoid repetition and yet more paperwork; it is probably best to introduce the standards in
areas where they can be of real use in the shorter term – as an aid to tutorials within teacher
training and mapping of in-house staff development for those keen to build a portfolio 
in lieu of being able to attend a teacher training programme.

Some sections of the standards could have particular use for a programme team or an
area of curriculum development; taking this approach is more likely to demonstrate their
usefulness than simply issuing the whole lot for individual consumption.
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