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CHAPTER 1

INTRODUCTION: CONTEXT AND FOCUS

In assuming the character of ‘open-access’ institutions, sixth form colleges currently
cater for a diverse clientele. Since principally scholastic concerns are no longer
appropriate for a large number of their students, ‘preparation for adulthood’ - the
cultivation of qualities that young people should take with them into the outside world
- has become the cornerstone of curriculum policy. This in turn has found a
confortable identity and comprehensive expression in the notion of addressing the needs
of the ’whole-person’, i.e. having due regard for the social, emotional and

intellectual functioning of the individual.

The research recorded in the following pages focuses on two characteristically
distinctive aspects of curricular process which seeks to operationalize a whole
student-centred ethos:  Pastoral Guidance and General Studies.  Both purport to
underpin students’ wide-ranging study programmes (to a degree that for many they
necessitate  compulsory  involvement)  particularly in the semse of facilitating
interconnections between areas of personal and social experience deemed pertinent to
emerging adulthood.  Conjointly, these curricular elements exemplify much of what sixth
forn colleges declare to be their broader educative purpose and offer significant

insights to the evolution of continuing education.

Changing emphases of this kind and their place within the gqeneral framework of a
developing sixth form curriculum have, in very recent times (i.e. postdating the
Education Reform Act) found a correspondence with and been informed by other

developments.



These have also been seen to counteract the ‘limitations’ of narrow academic subject
specialism and are, respectively, the concept of cross-curricular themes and dimensions
(in the other than specialized terms of reference of the National Curriculum) and
alternative ‘pathways’ which aim to provide parity of achievement with traditional

academic outcomes - i.e. vocational education.

The investigation sought an understanding of the perspectives within sixth form
colleges towards the realisation of objectives in key areas where ‘enrichment’ of
experience is traditionally integral to the education of the ‘whole individual’. In so
doing it aimed to provide an appropriate representation of participants’ construction

of reality.

Since both Pastoral Guidance and General Studies are deemed to contribute to the
personal fulfilment of students, there is an inherent logic in examining their
perspectives as part of the research process. 'In-house’  questionnaire  surveys
involved students in Comprehensive sixth form colleges in the ‘burgeoning’ 1970s in
consumer response to the broad scope of their work and provision. Research studies of
the sixth form have examined, hitherto, areas such as: students’ views of what the
aims and objectives of sixth form education ought to be; what they see as the aims and
objectives actually pursued by sixth form teachers and the views of teachers regarding
the importance of these aims and objectives. Where the attitudes of either gqroup have
been explored, the manifest concern has, in general, been for a wide range of

curriculum issues, rather than the circumscribed boundaries of the present study.



Additionally, indeed, most importantly, there has been a nmarked lack of emphasis on
information relating to the correlation or match between the perceptions of the

respective groups towards the realisation of key objectives per se.

Pastoral Guidance, whilst prominent historically in schools from the 1970s onwards, has
assumed particular significance within sixth form colleges for a variety of reasons.
Firstly, the relatively brief period of time (as little as nine months in some cases)
for which students are in their tutors’ care generates an intensity and sense of
urgency towards identifying and meeting individual needs.  Secondly, relationships have
to be built during a phase of persomal development in which the tramsition to
adulthood is made; negotiated and contractual approaches to learning and articulate
questioning by a frequently-changing student population make it likely that such
relationships will be under constant examination and review.  Thirdly, the
staff-student ratio in most colleges creates the opportunity to establish a more
intimate sense of tutor qgroup identity and companionship, with consequent effect upon

the nature of staff-student interaction.

General Studies courses or modules designed to foster an education that was not

narrowly subject-specific, came to achieve similar prominence.  The development of
programmes of general education which complemented those of academic study and which
provided breadth and balance and a range of experiences deemed to be of value on the
threshold of adulthood, was one of the distinquishing features of sixth form curriculum
reform within institutions that were non-selective, non-eletist and not specifically

concerned with preparation for Further or Higher Education.



In assuming a centrality customary in many sixth form colleges, such programmes were
seen to provide social as well as academic enrichment since they sought to bring
together students who were from different subject backgrounds and who had varying

aptitudes and levels of aspiration.

It was hypothesised (on the basis of the writer’s previous experience as a sixth form
tutor) that the enactment, interpretation or perception of key objectives in these
areas (if mnot the objectives themselves) might vary from institution to institution
(hence the need for a wmulti-site study). If due account was to be taken of this
variable it seemed necessary to develop awaremess of the matrix of ’co-operation,
compliance, competition, resistance and authority’1 in which curriculum policy is
usually determined and delivered. This complex study of process was expedited through
the researcher’s temporary ‘membership’ of the college communities - the nature of
which is illustrated in Chapter 5 but which in methodological terms might generally be

conceived of (and referred to here) as a participant observation role.

In eliciting and clarifying the attitudes of staff and studemts, and seeking to
establish the extent of their agreement about the concept and value of curriculum
enrichment in  given institutional contexts, it was anticipated that current
understanding of the ’underlying purposes and realities of sixth form education'2

night be extended. The study therefore provides:

1 a phenomenological record of philosophy and practice in the areas under

investigation;

2 insights into the nature of the relationship so obtained;



3 sets of data that may be compared in order to determine their context dependence

and the utility of the methodological approaches that generated them.

It further considers the extent to which, as organisation theory suggests, participants
might define the ’situation’ according to their individual position within the
hierarchy3. Staff were, therefore, differentiated for the purposes of  sub-qroup
analysis in terms of their ’standing / as ‘senior’ (Head of Departwent and above) or
"junior’ staff respondents. This theoretical wodel was also applied in the case of
students - ie in terms of whether respondents were in their first or second (or

subsequent) year.

Within this methodological framework, the investigation sought to profit from the
advantages  that  might accrue  from  incorporating data  collection  strategies
'traditionally’  associated with positivistic ~and non-positivistic forms of research
respectively. The procedures adopted comprised two affective domain instruments in the
forn of questionmaires and a series of unstructured interviews and were informed by
access to college documents relevant to the areas in question. Whilst these are
discussed at some length in Chapter 5, an initial description of the general

orientation of the data collection process is given below.
L quiding principle in the study has been a preference for ’‘discovery’ as opposed to
'pre-structure’ - for inducing concepts and theory from data as it is being revealed

and interpreted. The process is one, it may be said, that -

'confronts empirical reality from the perspective of those being studied'4.



Since concepts and theory are generated from -

. . . . . .5
'processes of interaction between observation and analysis and explanation’,

research accounts so developed have been referred to as ‘grounded studies’.

Whilst not designed as an Action Research study, the investigation does focus upon
issuess of concern to, and identified by, the participants themselves (see later
discussion of the writer’s methodology in exploring the ‘attitude domain’). It
therefore embodies features of that process; though in offering opportunities for
reflection and critical evaluation by those who develop and implement policy, it does

not suggest remedial action nor recommend particular intervention strategies.

The research was conducted in all three of the then existing sixth form colleges of a
shire county, during the Academic Year 1989 to 1990. The three institutions featured
in the investigation have been referred to under the pseudonyms of ’Newfields College’,
‘Settledon College’ and ‘Medley College’.  These names reflect something of their

perceived character.

Newfields College had been established over twenty years and had seen service by three
Principals since its evolution on site from a town’s qrammar school. It inherited, in
consequence, both personnel and tradition and nmaintained a reputation for academic
excellence. With over nine hundred students on roll, it was some 50% larger than the
other two colleges and at the time of the research was undertaking a ‘review’ of

aspects of its organisation and curricular practice.



Pastoral Guidance and Genmeral Studies were areas where there was a particular concern;
both were likely to be subject to radical change in line with a developing

'whole-student’ centred ethos.

Settledon College and Medley College had been opened just one year prior to the
commencement of research;  served adjoining socially-contrasting areas of a city
community (disadvantaged and enabling respectively); and had in some ways developed in
parallel through close professional association of their Principals wunder the Education
Authority’s Local Re-organisation Plan. As new, Comprehensive colleges from their

inception, they were jointly unfettered by historical leqacy.

In terms of wmanagerial style, however, the two colleqes appeared quite different;

Settledon College gqave close quidance and firm direction to both staff and students in
seeking the fulfilment of its aims, whereas Medley College reflected the pursuit of
goals in more diverse and idiosyncratic ways. (It is interesting to note how the style

of the colleges’ documentary materials in Appendix IV and V tends to sugqgest this).

Collectively, therefore, there was among the three institutions an interesting
variation in historical, social and operational terms which, in itself, underpinned the

rationale of the cross-case study.



Methodological perspective and philosophical orientation
The study seeks an holistic perspective from which a detailed understanding of given
situations and participants’ wultiple interpretations of them may be gained; it
acknowledges the potential of the researcher as a data-gathering instrument responsive
to context and adaptable to circumstance, and recognises the necessity of developing an
intimate familiarity with the research setting through fieldwork.  Such characteristics
may be located within the tradition of qualitative case study.
Merriam has defined the qualitative case study as -

'an intensive, holistic description and analysis of a bounded phenomenon’.
which relies heavily on -

’inductive reasoning in handling multiple data sources’6.
Case study research may, however, as Merriam points out, be conducted at three levels:

DESCRIPTIVE - presenting a detailed account of the phenomenon under study.

INTERPRETIVE - using data to analyse, interpret or theorise about the phenomenon.

EVALUATIVE - undertaking assessment of the merit of a particular practice or

programme.



Whilst early studies qenerally focused on the first of these levels, more recent
research has reflected a combination of description and interpretation or description

and evaluation; the present study embraces the former of these combined approaches.

Qualitative case study research has, to some degree, been synonymous with ethnographic
investigation;  however, the former may be considered to constitute a wmore limited
study of a particular aspect or aspects of group life and to eschew concern for the
cultural context (the arqument may, however, be an over-simplification and reference
should be made to the writer’s later discussion on historical frameworks and symbolic

interactionist perspectives).

In the light of the semantic debate, it does not seem imappropriate to regard aspects
of the current study as ethnographic in style, since it incorporates what w<>ods.7
considers an important strength of such research, namely, the validation of data

through the crosschecking that the field situation provides. Where the study deviates
considerably from a genuinely ethnographic perspective is in respect of the time spent

within the chosen setting - wonths rather than years being the operative timescale.

Multi-site or cross-case study (the terms are used inter-changeably) whilst enhancing
the potential for generalising beyond the particular is, as Stenhouse8 quoting Walker9
points out, dependent on ‘condensed fieldwork’.  Whilst the writer would not wholly
agree with Stenhouse that such constraints presuppose a principally interview-based
approach, nor that one should rely consequently on ‘observation from participants'lo,
there are clear differences between the depth study of a single case and a comparison

among cases.



Case study research designs (cross-case or otherwise) do, of course, present a number
of challenges: chief among these, perhaps, is the role of the researcher himself in
his capacity as the primary instrument of data collection and analysis - his
sensitivity, adaptability and inteqrity all being put to the test. Additionally, there
is the issue of what Sieber11 has termed ‘the holistic fallacy’, where what is claimed
as representative of the whole may, in fact, relate to but a part of the case.
Finally, on a practical note, there has been a marked absence of agreement on the

structure of case study reports and quidelines for the aspiring case study researcher.

However, advocates of the case study approach give testimony to its strengths: Stake12

suggests that case study research knowledge is more concrete than other forms;
Stenhouse, who undertook wmuch pioneering work in the field, writes of a tradition

which -

'nay be seen as a systematization of experience within which interpretations are
critically handled in the interests of preventing experience from becoming

opinionated'l3;

whilst Merriam sees a range of advantages in its being -

'a means of investigating complex social units consisting of multiple variables of
potential importance in understanding the phenomenon. Anchored in real life
situations (it) results in a rich account ... It offers insights and illuminates
peanings that expand its readers’ experiences (and) help structure future

research.’14

10



Qualitative case study designs do not preclude the employment of ‘quantitative’ methods
of data collection, though there has been considerable debate about the extent to which
the two can be combined. Thus, scales, tests, surveys and questionnaires have all been
used in conjunction with vparticipant observation and unstructured interviews;  serving
as a form of trianqulation that enhances both validity and reliability.  Denzin’s

comments illustrate the point:

'By combining methods, observers can achieve the best of each while overcoming

N i, 15
their unique deficiencies’.

Whilst some investigators see qualitative inquiry in the 1light of being a necessary
precursor to quantitative procedures, or view the latter as providing useful objective
corroboration for the former, others perceive the possibility of more complete

integration:

fevies the theoretical structure that quides analysis can be derived wholly or
largely from qualitative fieldwork; certain of the survey results can be
validated, or at least given persuasive plausibility, by recourse to observations
and informant interviews; statistical relationships can be interpreted by
reference to field observations; external validation of statistical comstructs is
afforded by comparison with observational scales ..... provocative, but puzzling

replies to the questionnaire can be clarified by resort to field notes’. ¢

11



An integrative approach in methodology, it may be argued, presupposes a unidimensional
view of research - ie one which questions the basis for paradigmatic dichotomy.  Thus

Sherman and Webb observe that -

‘A1 research is qualitative in aim and must retain a quantitative perspective';17
whilst Merriam, taking a similar view, comments -

‘There is a sense in which all data are inherently qualitative; before something
can be quantified, it has to be identified, named and understood.  Both

qualitative and quantitative data are interpretations of experience’.18

How far the arqument for methodological integration is accepted may depend, it is
suggested, on the extent to which it is felt that ‘multi-techniques’ may be employed on
a more or less equivalent basis. Whilst it may be desirable for sets of data to have
parity with respect to their value and validity, in practice, most investigators have
opted either for research designs which comsign quantitative data to the role of
reinforcing aspects of a qualitative framework of inquiry, or relegate qualitative data
to an essentially illustrative function in presenting the ‘facts’ generated by

quantitative techniques.

Although the present study seeks to attribute equal importance to the data acquired by
different methods, the writer’s preference is to describe his approach in terms of what
Davies et al19 have referred to as a 'juxtaposition’ of methods, rather than to claim

integration of theoretical perspective.

12



However, an at least partial reconciliation of ‘competing’ paradigms is evident in the

authors’ further contention that -

'wethods qua techniques do not ’‘belong’ monopolistically to anyone .....

By such means, the writer has sought to demonstrate adaptability in responding to the

dynamics of the research process.

sampling strategies

The selection of the research ’‘sites’, whilst clearly influenced by the degree of access
accorded to the writer and the extent to which they facilitated his activities within
them, was largely determined, as noted earlier, by the character of the individual
institutions and their development within the qeneral climate of reassessment and
review of the needs of the 16 to 19 age group. From participants’ response to such

innovation and change, it was anticipated that valuable insights  concerning

(re-)examination of their perceptions and beliefs might be derived.

The timing of fieldwork activities targeted a period of the college year (post-Autumn
Tern) which, it was felt, would hold some significance for all student respondents.
For those in their first year, the pattern of college life might be expected to have
been established and perspectives subsequently formed; for those in the final year,
nearing completion of their formal programme, the period might also prove significant in
terms of their taking a retrospective view of initial expectations, experience during
their first and subsequent vyear(s) and the amalgam of derived benefit in relation to

their envisaged future.

13



Consistent with the sequential emergence of contextual data patterns and their
analysis, grounded research has looked to non-probability forms of sampling. One such
form (and that employed in the present study) which facilitates an on-going
selection process that reflects changes in direction, focus and scope in the
investigation, is ‘sequential criterion based salplinq’ZI. This embraces ’negative and
discrepant case selection’ where the researcher attempts to locate and collect data
which confirm or contradict emergent themes and phenomena, and ’Theoretical Sampling’ -

a method attributable to Glaser and Strauss and defined by them as follows:

'Theoretical Sampling is the process of data collection for generating theory
whereby the analyst jointly collects, codes and analyses his data and decides what
data to collect next and where to find them, in order to develop his theory as it

elerges’22

It 1is a process wuhich takes into account location, people, wmaterials, times and
instances in  accordance with principles of naturalistic coverage and  selection.
Although a formative influence in much social research in relatively recent years,
adequate descriptions have not always been offered in the research literature as to how
Theoretical Sampling is actually initiated and how decisions are wmade as to what

constitutes theoretically relevant data23.

Whilst respondent sampling is further described in some detail in later accounts of the
writer’s fieldwork activities, acknowledgement is made here of the important role
played by key informants in aiding selection of a broad range of contexts in which to

observe and initial encounters with the participants themselves.

14



Despite the distinction between the sense in which the term ’sampling’ is wused here
(with regard to both explicit and implicit forms) and its meaning in a statistical,
experimental semse, it has not always been used confidently in the reporting of case
study research. Stenhouse24, for example, writes of ‘issues of selection’ and refers
to a ’collection of cases’, though elsewhere in his work it is evident that his

reluctance to employ the term stems from his perception of generalizability as it
applies to case study researchzs. The possibilities of re-conceptualisation are

examined elsewhere, but the writer is content to assume reader interpretation of the

“term consistent with the above.

Cross-case analysis

Whereas in an individual case study the investigator is concerned with the sampling of
sub-units (eg people and events) in collecting data, in multi-site studies he is
engaged in collecting and analysing data from several cases in order to provide a
unified description across cases. Fach of the colleges involved in the cross-case
analysis undertaken here is first considered as a comprehensive case in itself; in
then offering an inteqrated framework comprising all three cases, outcomes are examined

in the light of specific contextual variables which may have affected them.

15
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CHAPTER 2

THE HISTORICAL D! OF SIXTH FORM G STUD

This chapter and the succeeding ome present the literature review of General Studies
and Pastoral Guidance in two wmajor sections. Whilst for the reasons expounded in
Chapter 1, these curricular elements are linked in both conceptual and pedagogical
terms, their historical origins, the factors which have influenced their evolution
(e.g. the involvement of government agencies) and their present state of development
are sufficiently discrete to make such an arrangement beneficial to reader

understanding.

Whilst there appears to be a range of preference amongst sixth form colleges for the
term used to denote courses of general education, (whether ‘main’, ‘core’, ‘extenmsion’,
'liberal’,  ’‘central’,  ‘college’,  ’minorities’,  ‘options’ or  ’integrated’  studies),

and whilst differences of emphasis wmay be implicit within this, it is proposed to adopt
the generic term of ‘General Studies’ in subsequent reference to such courses in this
review. The fact that the colleges themselves have (by and large) sought to avoid the
tern may have wmuch to do with its historical associations; and it is to this

perspective that one might wusefully turn to chart the influences upon the development
of current college programmes. General education has been an integral part of the
sixth form curriculum debate over the last thirty years or so. Concern for the effects
of over-specialization and their counteraction by notions of ‘breadth’ and ‘balance’

have given rise to a mumber of initiatives in this direction.
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Prior to the late 1950s, general education had, rarely explicitly, entered the
consciousness of the architects of the sixth form curriculum;  specialization was
paramount and the only concession to its dilution was the occasional Arts period for
the Scientist.  The debate about the scientific/literary divide (which foreshadowed
concern about the wider issues of general education) and the contribution of the
over-specialized school curriculum, had its evolutionary cormerstone in C.P. Snow's

Rede Lecture: ‘The Two Cultures and the Scientific Revolution’.

An early ‘official’ response was that of the Central Advisory Council for Education’s
Report 15-18’ (more commonly known as the Crowther Repgrt)l. This continued to
endorse the principle of subject study in depth but voiced concern about premature
specialization. Whilst the report did not go so far as to recommend mixed selection of
arts and science ‘A’ levels it did advocate that sciemce students be encouraged to
achieve qreater literacy and that arts specialists become more numerate. The means of
achieving these ends was seen to be the devoting of one-quarter to onme-third of the
school week to ‘Minority Time’.  This comprised ‘Complementary Studies’ which balanced
the main course of study and ‘Common’ elements which were to be taken by arts and
science students jointly (these would imclude such courses as religious education,
msic, art, philosophy and physical education).  Interestingly, at the request of its
chairman, the Commission extended an invitation to LEAs to experiment with the ‘Junior

(ie sixth form) College’ concept. Within this there would be -

iees roon for courses that were not tied to eyaminations and regulations, but

existed just because they provided a good education’?.
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The report’s continued emphasis on specialist education, however, was not designed to
release resources for general education. In an attempt to implement Crowther’s key
recommendations on curriculum, three hundred and sixty schools under the ‘Aqreement to
Broaden the Curriculum’ resolved to delay specialization wuntil the age of 16 and to
devote one-third of the timetable to Crowther’s ‘Complementary’ and ‘Common Studies’.
Wwith no ‘official’ backing, and in the face of continuing pressure for the maintenance

of the status quo, the initiative did not, however, achieve success.

The establishing of two national educational bodies in the early 1960s provided some
momentum for the new area of curriculum which would gradually begin to make an impact
in the latter part of the decade. These were respectively, the General Studies
Association and the Schools’ Council (which included a subject committee for General
Studies). Mi_nq_ﬁlm!_r__S?' proposed ‘Major’ and ‘Minor’ subjects at ‘A’ level which
would facilitate ancillary subjects or a broader curriculuwm for non-university
students.  Problems inherent in small sixth forms led to the rejection of such

proposals by schools.

In w_or_}d_ng_ggpe_r___1_§4 'Electives’ had been devised. These would consist of courses of
one or two years duration, be designed by schools to meet the perceived needs and
interests of students and be internally assessed. Both schools and universities were
agreed upon the unacceptability of such a scheme: the universities were wary of the
relatively large element of internal assessment and schools were concerned about the
development of a considerable number of sixth form courses. The specialization issue
came to the fore aqain the following year with the publication of the Dainton Rep_ort5
vhich, whilst it focused on the decreasing proportion of science specialists in the
sixth form, called for a broad span of sixth form studies to postpone irreversible
subject choices for as long as possible.
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Some early vresearch began to cast 1light on both philosophy and practice. Cas,ey6
investigated teachers’ evaluation of assembled lists of statements of objectives for
General Studies courses provided in a large sample of two hundred and thirty five
schools. The survey sought in addition to identify the types of courses offered and to
obtain headteachers’ opinions about the way in which these were organised and about the

provision of examinations.

The most frequently mentioned courses which Casey found in schools were in mathematics,
art, Enqlish, world affairs, lanquages, science and religion - the widest range being

where external General Studies examinations were taken.

Courses in English and world affairs were typically the lomgest at one to two years
duration. It was reported that suggestions for compulsory external examinations were
strongly rejected: 50% of respondents were in favour of voluntary examinations in
General Studies and 30% wanted no examination whatsoever.  Teachers’  perceptions
indicated that objectives in the ‘affective domain’ were rated wmore highly than those
listed in the ‘knowledge’ and ‘intellectual abilities’ categories in all the above

subject areas.

The Schools Council General Studies Project Working Paper 257 redefined the essential

qualities of a General Studies course: these were that it should have general
significance, allow interconnections between subjects and achieve general transfer.
These theories of learning were to have a direct impact at a later date in constituting

a rationale for a programme within the sixth form college context.
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Christie and Oliver® showed that there was no correlation between an extension of ‘A’
level teaching time beyond four hours per subject and the likelihood of higher grades,
and suggested that more time could be devoted to minority time courses or General

Studies without jeopardising achievement in ‘A’ level subjects.

Student response to General Studies course development to date was illustrated by the
Schools Council Sixth Form Surveyg. Forty three percent of students overall said they
would prefer to spend more time on General Studies. This fiqure is compounded,

however, by the fact that the number of General Studies periods taken by students was

subject to variation (those with most or least differing significantly in their views).

The survey also revealed sixth form teachers’ opinioms of the value of Gemeral Studies:
two-thirds of all teachers questioned felt that such courses counteracted the effects
of narrow subject specialisation and 84% thought General Studies ‘valuable’ for all
sixth formers.

w_ﬁww gave statistical evidence of the greatly increased
mmbers of ‘new’ non-traditional sixth form students (subsequently a key factor in the
development of sixth form colleges and courses of gemeral education within them) and
took as its central concern the promotion of discussion on the sixth form curriculum
free from all considerations of specific examination proposals.  Reference was also

sade to the ‘general element’ in the anticipated provision for sixth form students.
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A two-tier five subject curriculum as enshrined by the Council’s 1973 ‘N’ and ‘F’ level
proposals  (Working Paper 47)11 pointed up an attitude of conflict between those who
wanted emphasis on preparing for university and those who valued the relevance of the
curriculum to the sixth form as a whole. As Hacfaxrlane12 was later to point out, the
drive for a general education by dint of examination reform based on a five-sevenths
allocation of the timetable to wmain subject courses would in effect have been

logistical decimation for General Studies courses in comprehensive colleges.

Other surveys which followed the Schools Council 1970 inquiry and revealed attitude
patterning amongst sixth form students, or those who had recently been so, included

those by Foglelann, Selkirk“, and Hakinsls.

A random sample of one thousand comments from fifteen thousand questionnaires

administered by Fogleman, highlighted criticisms by recent ex-sixth formers of the
narrowness and irrelevance of the sixth form curriculum. Makins’ survey, published in
the ‘Times FEducational Supplement’, of sixth form students on the verge of leaving,
found similar evidence of discontent.  Over-specialization and an examination system

that did not cater for students unsuited to higher education constituted common ground.
Selkirk’s research found, by way of contrast, adverse attitudes among sixth formers to

broader-based sixth form courses. However, the survey focused on a defined regional

area and sample limitations restrict generalisation of the findings.
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Taylor et al16 conducted a survey of the attitudes of over four hundred sixth form

teachers towards aims in sixth form education. In being asked to rank eight broad aims
on the basis of the importance that should be attached to each”, 53% (the largest
percentage associated with any aim) allocated a ranking of one or two to general

education (403 placing a similar emphasis on specialist education). When asked to rank
the same aims on the basis of current actual ilport:ance18 only 35% were able to assign
the same high rankings (87% allocating those to specialist education).  Since there
were few significant correlations between curriculum proposal responses, the ramking of
aims and allocation of additional resources, it was inferred that teachers may accept
that the changing of the structure of the sixth form cwrriculum was not a pre-requisite

for increased emphasis on General Studies.

Within Taylor et al’s concluding note it was observed that there appeared to be no
basic change in the foundations of the sixth form and its curriculum derived from

Victorian educational concepts of classical and scientific scholarship.19

The extent of General Studies provision within the sixth form curriculus was indicated
by the General Studies Association™: 605 of all schools surveyed in 1974/1975 had a
comson core as an integral part of the sixth form curriculum; a further 10% thought
one desirable. A planned course, however, was not found to be the norm. Corroboration

of the ad hoc nature of provision was given by Schools Council Examipations Bulletin

33_21 which reported that -
‘By far the most common arrangement appears to be a programme which depends on the
interests and enthusiasms of teachers who are available to become involved once

the other demands of the curriculum have been let’zz.
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Dean et al23 undertook a longitudinal research programme of considerable scope within
16 - 19 education. Funded by NFER, it took as its brief the sixth form and its

alternatives. The wmain instrument of research comprised a three stage questionnaire
inquiry: after the first tera of the sixth form, in the final term of the second year
and during the first year of higher education or employment.  Students’ evaluations
after two years of a sixth form course revealed a broad view of General Studies in all
its diverse forms and ranges of provision. Those who had left the sixth form and were
now in employment felt wmore strongly than those in higher education that General

Studies and non-examination work had made the course more interesting and worthwhile.

It should be noted, however, that the mumbers of those in the respective sample

populations were not equated, there being significantly fewer in the former category
than in the latter (ratio of approximately 1:2). Almost 50% of students from sixth
form colleges had a similarly positive view of the value of General Studies (a fiqure

not dissimilar to that reported by the Schools Council Sixth Form Survey) and a higher

proportion in this group also saw an appropriate balance between examination work and a

broad general education.

General criticise of content was still in evidence, however, and where suggestions for
course reform did occur these related to the eyamination of practical issues linked to

everyday life.

In its conclusions the research team commented on the current status of General Studies
as revealed by its findings: it served at that time either to overcome
over-specialization, or as a means of filling up the timetable with

recreational /creative/physical activity;
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students were aware of the ‘sharp distinction’ between specialist and general aspects
of the cuwrriculum and perceived an importance and emphasis on academic qualifications;
since General Studies was not usually examined, students had, it was suggested, ‘proof’
of its unimportance. It was concluded that the research gave a firm indication of the

fact that the ‘present approach’ to General Studies did not gain student support.

Purther evidence of student reaction specifically within sixth form colleges emerged
from a survey of seven colleges by Watkins™.  Entitled ‘A Student’s View of Sixth Form
College’  and  distributed to  institutions  differentiated by  environment
(rural /urban/suburban), size (N O R ranging from two hundred and fifty - one thousand+)
and geographical location, (the North/Midlands/the South) it provided, despite its
scale, a reasomably representative cross-section of opinion amongst the sixth form
college population.  Watkins found that, on average, 32% of qirls and 40% of boys
thought General Studies ‘a waste of time’. In some colleges a negative attitude was
more widespread; reaction was inclined to be 1less favourable where General Studies
courses were compulsory or mainly academic in orientation and wmore favourable where
games and recreational courses were included.  Popularity of courses wirrored some of
the views expressed in Dean et al’s survey, namely, that those with a practical
emphasis on skills for everyday life took precedence over those of a more aesthetic or

philosophical nature.

It was observed that most colleges took the pragmatic view that their belief in the
intrinsic value of General Studies in the 16 - 19 curriculum was not wmet with a

reciprocal response from students.  Watkins did, however, draw attention to the

difficulty students might encounter in assessing the immediate or short-term benefits
of such courses, by virtue of what one college principal had referred to as: ‘the
fallacy of instant response’.
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In a critical review of the literature relating to the 16 - 19 provision, Dean and
Choppin25 noted a lack of ‘rightful emphasis’ on General Studies. Whilst the review
could not reflect the present perspective of a 45% expansion in the number of sixth
form colleges, and the not wuncommon allocation of four or five hours per week to
general education (non-examination work as a whole bordering with some frequency upon
508 of the timetable), it did, nonetheless, identify factors that continue to have a

bearing upon course design and implementation, not the least of which was that -

'students be encouraged to perceive the intrinsic value of non-examination work

and not simply regard it as wasted tile’26.

The authors recommended that courses offered needed to be planned as ‘an integral,
co-ordinated part of the curriculuw’ and that given these criteria enthusiasm,
conviction and purpose, resourcing and a widely ranging programme, whilst ‘desirable’,
became matters of ‘’secondary’ importance. (The latter part of this proposition would,
in the writer’s view, be unlikely to secure uniform agreement, but the reader is
referred to subsequent discussion of this and other points arising from collective

knowledge on the subject matter).

There are other initiatives which have provided momentus to the long campaign to

establish the centrality of General Studies to the sixth form curriculum; suffice it
to make mention of the Joint Matriculation Board’s pioneering work in the 1950s on the
examination of General Studies (by the early 1980s the subject had become the fourth

post popular at ‘A’ level -
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if not in the view of significant numbers of educationalists, the most academically
rigorous) and the development of curriculum wodels which wmay provide a mechanism for

the integration of specialist and general aspects of 16 - 19 education.

Many of the agents of change referred to above would, perhaps, mnot even cumulatively,
have had the same degree of impact upon the shift of emphasis away from an

eyamination-dominated sixth form curriculum (and hence on the establishment of General
Studies at its centre) that the evolution of the open-access sixth form college itself
has had. It is to the development of documented programmes of general education within

these colleges that the writer now turns.

Developments in sixth form colleges

As ‘breadth’ and ‘balance’ became the watchwords of the sixth form college ethos

(facilitated by institutional size, timetabling flexibility and wulti-media resourcing)
so increasingly diversified and ambitious programmes of General Studies were launched.
Form the outset, Brockenhurst College in Hampshire sought to give due emphasis to ‘Core
Studies’ that represented the wmost distinctive aspect of the college’s divergence from
the traditiomal sixth form cwriclw®’.  This emphasis was realised through the

provision of almost sevemty courses and thirty recreational activities set in blocked

periods and timetabled for five lessons per week.
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Student access was ensured through the fitting in of examination courses around these
blocked periods. Courses lasted a term, were continuously assessed and certificated
and provided information about students that was incorporated in their final profile.
Extension of students’ interests and the discouragement of a utilitarian view of
education constituted the programme’s principal rationale, but also sought to bring
about student integration (a key facet of a comprehensive college’s philosophy). The
core concept gave a prominence to General Studies that resulted in its adoption by

colleges in later re-organisational plans.

Queen Mary’s College, Basingstoke, took a more radical step in promoting its commitment
to General Studies programmes. Macfarlanezs, who was then the college’s Principal,
gave a detailed and partisan account of the ‘Main Studies’ wmodel, a term which

reflected not only college vphilosophy but also the extent of non-examination work on
the timetable. The proportion of examination study time was reduced to less than 50%
of the working week for the majority of students; ‘A’ level studies were standardised
at four hours per subject (cf Christie and OIiver)29 and other examination courses at
half that. Main Studies were timetabled throughout the week in the same way that

examination courses were and grouped students on a wmixed-ability basis. Thirty percent
of all teaching time was devoted to the programme. 1In offering a selection of almost
one hundred different options, however, the college found it difficult to reconcile

student choice with course viability. This led to student dissatisfaction where

second-choice subjects had a lesser appeal. Macfarlane comments:

'What appeared as a very attractive ramge of options in the prospectus proved a

such-reduced list in reality’30.
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Integration of courses with similar content and the introduction by some subject areas
of individualised resource/topic-based learning approaches gave rise to a change in the
range of available options (a 50% reduction). Student choice was not, essentially,
compromised since increased numbers and fewer Main Study courses allowed repetition
throughout the week and, therefore, greater access. Prowles31, Director of Main

Studies at Queen Mary’s College, outlined criteria for the success of General Studies
courses: range was in itself insufficient if not reinforced by intrimsic quality as
perceived by the students; courses needed to be carefully planned and resourced and
have staff whose basic commitment was to the Main Studies area, to co-ordinate the team

design and teaching of courses.

Integration of General Studies with the rest of the curriculum at Exeter developed from
the ideas of Lord32 who noted that, whilst topics of general interest relating to the
subject were discussed as a wmatter of course within his sixth form history periods,
separate  General  Studies  courses  subsequently  devised proved  unsuccessful. The

college’s initial strategy of entering all sixth form students for ‘A’ 1level studies
led to low pass rates and relatively low esteem for the examination. In its place, the
'key’ subject concept (essentially ‘A’ level studies with a doubled time allocation)
allowed students to follow a complementary or contrasting General Studies course in
conjunction with a gqiven ‘A’ level subject. 1In acting as tutors for their students,
key’ subject teachers had a dual brief for both pastoral and academic welfare. The
rationale underlying the course was derived from Schools Council Working Paper 253'3 in

that it served -

feein, some of the agreed aims of a gemeral education:  inter-disciplinary

connections, applications to modern life and so on'u.
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Despite Exeter’s inability to establish the value of ‘A’ level General Studies for all
(or perhaps because of it) a mmber of colleges continue to see the examination as an
element of provision for those at least who wish to take it. Ome strateqgy in such
cases adopted by a Humberside College, is to provide ‘quidance’ to the student in

selecting appropriate courses from the wide range of General Studies options (known as
‘College Studies’) on offer. Colchester, a newly established college, lists ‘Arts in
Society’, ‘Science and Technology in Society’, ‘Organisation of Society’ and ‘Mumeracy’
as available courses for its intending ‘A’ level General Studies students. In some
institutions students may opt to take the examination but must prepare for it in their
oun time (ie the subject is not timetabled).  Stoke-On-Trent College viewed General
Studies courses as an intrinsic aspect of preparation for external assessment.  All
students took an external examination; the syllabus comprised a number of wmodules and
students were required to complete six extended essays which could either be

inter-disciplinary in scope, or place an equal emphasis on scientific, arts and social
science topics. Continuity of approach over the two year course was sought by one
pember of the General Studies Department wmaintaining contact with a group (for at least

part of the time) over the whole period.

Some colleges currently have more autonomy than others in the shaping of the general
element of the curriculum. Where TVEL (or TVEE) proposals are in wmore advanced stages
of implementation, colleges have been obliged to respond with an emphasis toward the

provision of courses which dovetail with the initiative’s philosophy.
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Tynemouth College, for example, in incorporating ‘Core Experiences’ derived from the
North Tyneside statement on the 16 - 19 curriculul35, offers students compulsory

components in, among others, Information Technology, Work Experience, Recreational and
Enterprise activities.  Every student is required to take at 1least one ’Extension

Studies’ unit which occupies one - one and a half hours per week and lasts for a term.
More Extension Studies courses can be added according to the pattern of selection for
examination subject blocks or ’‘groups’, eg a student taking three subjects from any
number of gqroups (total study time a minimm of fifteen hours) would be likely to

include two or three wmore Extension Studies unmits; four or more subjects taken would
require little or no further comitment. The following extract from a draft statement
on Extension Studies at the college is interesting in the context of the TVEI framework

and with regard to the concept of ’‘balance’ in the curriculum:

‘Where a student’s examination studies allow time for only one Extension Study, a
balance of experience may be difficult to achieve, unless the academic programme
is varied in the nature of the subjects chosen ..... However, in some cases the

career needs of the students will over-ride the desirability of balance36.

Certain colleges have envisaged General Studies as an appropriate vehicle for

accommodation of the non-academic student.  Increasingly accounting for a significant
proportion of the intake, these individuals who in Macfarlane’s’ terss had hitherto
achieved, neither academic success nor any other form of personal fulfilment, were seen
as requiring something other than a repetition of the curricular provision that, for

many, accounted for their current pursuit of further education.
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South East Essex College was the first of the open-access colleges to cater for this
group and to establish a one-year course of general education that aimed to equip the
individual not only for employment but for the adult world in general. The course
included such elements as:  ‘Media Studies’, ‘Learning to Learn!, ‘Basic MNumeracy’,
'Enterprise’ and ‘Community Activities’, ‘Career Studies, ‘Developing Literacy’ and so
forth. It was certificated by the college and also allowed flexibility of transfer by
the wmore successful student to a limited programme of examination studies after the
first term. Non-academic students were also able to participate in General Studies
that were open to all sections of the college community and were thus partially

integrated in mixed-ability teaching situations.

Havant College’s ’second chance’ students (for whom there was a particular concern)
also found a place in their college’s ‘Foundation’ programme.  Comprising ‘Liberal
Studies’, ‘Skills and Activities’, and ‘Support Studies’, it offered students a basic
general education that was designed to prepare even the least able to achieve (albeit
restricted) certification (whilst also aiming to provide breadth and balance for all’ ).
Students so identified had approximately 30% of their timetable devoted to Support
Studies in addition to participating (as at South East Essex) in aspects of the

Foundation Programme open to others.

*In an interesting parallel of philosophy with that of Tynemouth College (see above),
students at Bavant with particular examination commitments - in this case those
undertaking a range of ‘O’ level/CEE subjects - had a reduced programme of Foundation

Studies.
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Other perspectives relating to the place of General Studies in the education of the

% and mo1t'".  pemn

'new’ sixth form student are found in Dean and Vincent38, Watkins®
and Vincent’s survey of one year courses, reported as an early part of the research
programme undertaken by Dean et al“, brought the issue of extermal certification into
renewed focus.  Internally assessed courses were found, by and large, to be a

preliminary to work leading to external qualifications; no  students  following

'entirely unexamined courses’ developed by the institutions concerned were identified.
Where such courses had previously existed in two sixth form colleges visited, students

had dewonstrated their disillusionment by ‘opting out’. Whilst Dean and Vincent were

able to report that -

'Por the majority of schools and colleges and their one-year students the
necessity for examined courses leading to gemerally recognised qualifications

.42
remains’ .

- it should be noted that only a limited number of those to whom the conclusion

referred were in sixth form colleges (N = 132).

wilson's43 discussion of a broadened curriculum which might incorporate ‘mew’ subjects
and  activities  (commumity/social  service,  projects,  environmental/ecological  studies,
etc) offered alongside an academic curriculum, envisaged that non-academic students’
‘Major’ activities would be so constituted, whilst ‘Minor’ study would be based on
choice from the academic subject 1list (the total range of subjects would be offered at
both ‘Major’ and ‘Minor’ levels and the academic student would have the weighting

reversed).
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A wore vocational emphasis emerged in llolt’s44 categorization of those students not
seeking higher education, and in the arqument for course components in general
education to be related to a ‘broad occupational focus’".  Three groups were identified
in this vocational context: those for whom a sixth form course was seen as (a)
vocationally relevant, not pointing to higher education, (b) vocationally exploratory
and (c) the residual qroup (who were recognised as either having no employment to gqo

to, or no confidence to apply).

The principle of student choice from an extensive ramge of Gemeral Studies courses has
been wmaintained by most colleges;  however, there have frequently been attendant
constraints  of  time  (duration/occasion/frequency),  course area  (whether  ’support’,
'liberal’, ‘practical/creative’ or recreational in character), and staff endorsement
(by the Personal Tutor to ensure balanced choice; by the module tutor to encourage
course awareness and commitment). Some colleges define a compulsory core of General
Studies that affords discussion of wmoral, political and social issues that are deemed
pertinent to every sixth form student’s experience (that a mumber of such issues have
featured in the tutorial programme of many colleges is evidence of the symbiotic

interchange within these areas of 16 - 19 provision).

Itchen College, for example, offered nine-week courses attended on a tutor gqroup basis

that focused on self-awareness and an understanding of society and the world at large.

Holt’s broader arquments relating to Gemeral Studies and career orientation are

referred to in the writer’s later discussion.

35



Other colleges have set store by expectation of some degree of participation in

recreational education of a physical nature - often the wmost successful part of the
General Studies programme - but seldom akin to the team-orientated games of former
years. ‘Recreation’ has further embraced not only individval and small group sports at
Activities and Leisure Centres, but also a wide ramge of opportunities to develop both

creative skills and aesthetic awareness.

Perhaps the wmost comprehensive data relating to General Studies provision in sixth form
colleges in recent years, was that compiled by HMIIl5 from 1983 - 198 as part of a
wider survey which examined curriculum provision, the quality of students’ experience,
staffing, accommodation and resources; and which emanated from the evidence documented
in inspection reports, ‘supplemented’ by information and comment derived by HMI from

their routine visits to the colleges.

As such, the relevant findings wmerit consideration in some detail. HMI distinquished
two types of General Studies course: that which was eyamined and that which was not.
In the former case, students took either an examination at Alternative Ordinary level
of the General Certificate of Education, after one year, or at Advanced level after
two.  External certification reportedly granted courses particular status from the
perspective of students since there was a direct correspondence with their specialist
subjects, and an opportunity at ‘A’ level to offer a third or fourth subject for entry
to further and higher education. It was found, by and large, that colleges expected
students to undertake the General Studies examination essentially in terms of drawing
on their ‘maturity’ and ‘experience’. There was little direct teaching (in some cases

none) as a means of preparation.
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In many colleges non-examined General Studies assumed a central importance in respect
of facilitating institutional aims to provide a broad, balanced education (frequently
being part of colleges’ ‘core time’, which incorporated other elements of entitlement
such as tutorial provision). Where tutors offered quidance in course selection, or
where ‘carefully structured’ programmes were found to exist, these aims were generally
realised; however, in instances where examination studies were simply extended, other
very closely related subjects added or narrowly-focused programmes otherwise pursued,

this broadening function was deemed to be lost.

Additional limitations stemmed from the organisational arrangements made by some

colleges:  programmes based on random staff interests suffered from an inevitable lack
of co-ordination; and those which required a convenient dovetailing with main subject
timetabling led to optional take-up or non-attendance among students (who, it would
appear, took their cue about the status of general education from the ‘hidden messages’

which such arrangements conveyed).

What was held to be necessary for successful provision in HMI’s view was (as was found

in the case of one particular college) -

'a conscious effort to provide courses of some substance, designed with clear
objectives and attention to teaching wmethod, and reqularly reviewed or replaced

according to the college’s perception of changing priorities’“.

That sixth form colleges offer a complex and varied pattern of General Studies courses,
whether in terms of range of provision, emphasis or orientation and the deqree of

student direction is clearly evident; it seems appropriate to proceed to critical

reflection on the same.
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SUMMARY AND OVERVIEW OF GENERAL STUDIES PROVISION WITHIN SIXTH FORM COLLEGES

Prior to wmaking inferences concerning the above, it seems sensible at the outset to
delineate the claims for General Studies that have been expounded in the literature and

other professional contexts. General Studies has, it is suggested:

1  Provided a beneficial and varied mix of students in terms of ability, background

and aspiration;

2 fashioned a ‘common core’ within the curriculus to ensure contact with key topics

and themes by all students irrespective of course profile;
3 allowed a wmore generalised learning approach to complement specialist  study
(thereby providing ‘breadth’ and ‘balance’ between different types of knowledge

and a range of experiences);

4 helped to establish the practical significance of the notion of student

‘entitlement’;

5  reinforced appreciation of the relationships between aspects of human knowledge;

6  developed autonomy in learning styles and ‘transfer’ of problem-solving skills;

7 allied the educational learning process more closely to the individual’s world and

those aspects of it that particularly interest hiw;
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8  created a focus and model for curriculum innovation and development (and,

therefore, staff development);

9  supplied a framework for those students unsuited to academic courses of study;

10 enabled individuals to develop new interests and leisure pursuits (either in the

shorter or longer term);

11 encouraged perception of education as essentially wmore tham preparation for

external examinations;

12 offered a break for staff and students from the pressure of examination work;

13 fostered practical and creative skills;

14  given supplementary support in the study of academic subjects;

15 facilitated participation in (and the inculcation of skills associated with)

co-operative working.

This list is, of course, by no means a definitive one but merely serves to illustrate

the diversification of aims and objectives inherent in the parameters of provision.
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On the basis of the evidence currently available it would appear that the sixth form
colleges’ corporate belief in non-examined Gemeral Studies as a vital component of the
16 - 19 curriculus has not, despite the wmulti-faceted nature of its rationale nor the
corresponding enthusiass on the part of those who determine it, been mirrored by a

reciprocal response from students in general. At worst such courses are regarded as
wholly obstructive elements in the important process of passing examinations; at best
that if reformed, their emphasis should be an essentially utilitarian one.  Where

statistics are given, a favourable response towards General Studies seldom exceeds a
50% criterion;  this despite wmulti-media resourcing;  module provision of extensive
range and variety, the appointment of senior staff to oversee delivery of the programme
and certification to promote a sense of achievement. It seems unduly simplistic,

therefore, to concur with the viewpoint promulgated by the Schools Council:.

‘Few generalizations can be wmade confidently about students’ attitudes to General
Studies except perhaps to say that if the staff recognise that General Studies are

important and part of the normal programme, so will the students’*’ .

Holt48 is critical of the sixth form colleges’ management and delivery of the General
Studies programme;  for whilst they have sufficient timetabling flexibility and

financial resource to create ‘something other than a good intention gqone to seed®  the
emphasis is placed, he observes, on personal interest and preference rather than on the
construction of a structured programme linked with career intentionms. Individual

interests would, in his view, still be acknowledged in such a scheme, but as in some
college patterns of provision, common experience in key ‘cultural’ areas would also be

offered.
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Hoit goes on to comment on what he wsees as the colleges’ reluctance to
develop an integrated core and censures their marketing strategqy of appeal based on

choice ‘turning optioned General Studies courses into a going concern’’.

Although he acknowledges that the colleges are meeting a ‘need’, Holt is not
sufficiently expansive on this to establish quite what this is, nor indeed, what he
means by the term. His subsequent observations concerning the maintenance by the
colleges of a ‘pragmatic balance’ between individual interest and individual benefit,
his corollary that such arrangements are not to be equated with compensatory study or a
comon core and his appeal for a ‘clear understanding of what is being offered’, seems
to imply an inability on the part of the colleges to differentiate between the aims and
objectives that distinquish the varied programmes that are in operation. What does
appear eminently semsible, however, is his discussion of ‘balance’ as it relates to
general education, and the distinction he draws with regard to balance between areas of
knowledge and balance in terms of the needs of the individual. The major direction in
which General Studies for the 16 - 19 age range ought to be wmoving is, for Holt, as an

intrinsic choice within a wider curricular theme.

This would tend to support the argument of Lord51. It may also help resolve the
dilemma of colleges where, as one college Principal candidly observed, ‘The centrality
of General Studies is subscribed to, but a programme is bolted on’. One is reminded,

too, of the recommendation of Dean and Choppin52

with reqard to the ‘integral’ focus in
curriculus  planning.  This consensus of opinion is underlined by Schools Council

Working Paper 15 which, in drawing the distinction between the compensatory and

inteqratory functions of General Studies, clearly veers towards endorsement of the

latter.
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There are those who would clearly see this as a means of at least partially assuaging
student demand for examination-orientated courses. Dean et al54 highlighted the stark
division which students saw in the examined and un-examined curriculun and noted that

current arrangements did not engender support.

The colleges themselves have made concessions to consumer demands in this respect in
the internal certification of courses and in the overall reporting of individual

achievement in this area as part of student profiling. That General Studies courses
retain a separate curricular identity in many institutions may have much to do with the
comprehensive colleges’ tenet that a subject does not have to be part of the formally

exanined curriculum in order to assume an intrinsic worth.

whilst an extensive range of courses does not appear to be a pre-requisite for success
it appears inadvisable to regard resourcing as a matter of ’‘secondary’ importance in
whatever context (cf Dean et al)55. The colleges themselves seldom make such a
distinction of priority, offering as they do the support of Resource Co-ordinators and
centralised facilities, and generating courses which by their very nature require a
strong individual or corporate resource respomse. It is arqued also that student

disillusionment with courses run on ‘shoe-string’ budgets would constitute further

undermining of confidence in the General Studies programme.

Subject options  provision within the colleges (in  conjunction with  increased
flexibility of subject combination requirements for admission to courses of higher
education) has attenuated the ‘complementary’ profile of Gemeral Studies envisaged by

those concerned at over-specialization.
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Thus the narrow academic arts/science focus common until relatively recently, has given
way to subject linking of infinite range and variety, creating, at least in part, it
could be reasoned, the breadth and balance that underpins curriculum rationale in the

sixth form college.

The diversification of provision previously noted suggests that the place and function
of General Studies in the sixth form college curriculum is neither sufficiently well
defined nor agreed wupon in anything other than the broadest terms. If there is a
constant to be identified, it appears to be that of student dissatisfaction (to a

largely common degree) with such provision.

Macfarlane points out that General Studies is -

‘an area of the curriculum conducive to new developments in both the content and

pethods of learning'%.

Given that there has been evidence in recent years of imnovation in sixth form
examination teaching methodology and syllabus construction, it may be that a tangible
peasure of the otherwise often limited success of General Studies courses to date can

be acknowledged as a contribution so made.
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CBAPTER 3

The rationale for the structure and orientation of this review derives from the
acknowledgement that the pastoral concerns of the Sixth Form draw their focus from a
much wider theoretical and practical domain. It seems inappropriate, therefore,
initially, to divorce regard for the age group from the general perspectives that
inform the current debate on pastoral care (though these 1lead subsequently to more
sample-specific comsiderations).  Ribbins and Best1 offer a model of the environment in

which pastoral care is enacted that demonstrates this homogeneous association:

'pastoral care is something which happens or should happen between teacher and
student interacting in the context of an institution called a school or college
which has  fowr  interrelated  dimensions  (disciplimary/order,  welfare/pastoral;
academic/curricular and  administrative/orqanisational) and which is, in  itself,

located in a wider social, historical and cultural milieu’.

These dimensions have in themselves provided a focus for a body of literature which is
as expamsive as the contexts it seeks to document. Anything other than a synopsis of
historical and current perspectives is, therefore, considered neither practical nor

desirable,
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The accelerated evolution of various systems of care, the development of pastoral
hierarchies and the differentiation of ‘pastoral’ and ‘academic’ aspects of education
were attributable to the rapid growth in school size during the 1970s.  Through
structural change it was assumed that pupils’ needs would, correspondingly, be met. By
institutionalising care, schools considered that they were providing care’. However,
strategies for change owed rather wmore to prevailing doctrine than to empirical

evaluation derived from theoretical standpoints.

Much of the published literature of the period had an overt concern for technique and
practice;  its emphasis was on ‘structure’ rather than ‘process’; it represented a
dominant  conception  of  pastoral care that was  ‘comvivial’,  ‘optimistic’,

tchild-centred’ and ‘unproblematic’, and constituted a ‘conventional wisdon'3.

Harland4, Blackbums, ﬂalblin6, Moore7 and Haiqhs, among others, were potent agents of
reinforcement for a view of care that was prescriptive, but which neglected to consider

the practical implications for schools.

An influential paper by Best, Ribbins and Jarvi59 set the scene for a shift towards the
formulation of a critique of the concept, structure and process of pastoral care. The
authors arqued for a rigorous analysis of the philosophical, historical and social

foundations of the concept and its manifest and latent functions; pointed up a serious
discrepancy between what was being expounded by ‘authorities’ on the subject and

implementation of care by practitioners; and postulated that in the gqiven context,
schools’ ‘concern’ for pupil welfare was, wmore accurately, a concern for social control

and administrative convenience.
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The issues raised by the paper were subsequently addressed by a number of writers.
I)ooley10 undertook a philosophical analysis of the term and concluded that its
connotations with notions of dependence and continued fostering were inconsistent with
teachers’ central aims relating to pupil autonomy;  whilst Lord11 examined the
interactive relationship of three sources of principles and development of thought and
practice in the inauqural edition of the jourmal of the Natiomal Association for
Pastoral Care In Education (which was subsequently to disseminate much of the ’new
thinking’ within schools). There has also been philosophical re-appraisal of the work

of lIalblin12 and uarland1 3 in particular by Chanbers“, Hibberd15 and Hc[.aughlinm.

Corbishley and Evans17 adopted a sociological perspective in a cross-case study of two
schools.  Their empirical comment levels criticism at Halblin18 and Marlamd19 in
under-estimating the social and  historical contexts that create  organisational
difficulties unique to a given school. The authors concluded that features of the
structure of pastoral care are interpreted and evaluated in very different ways and

that ‘conventional prescriptions’ of pastoral care were entirely inadequate.

The antecedents and development of institutionalised care have been analysed by

2 and Blackburn®2, Hughes identified an incongruous relationship between

Hugheszo, Lang
nomenclature and  objectives -  Nineteenth Century overtones of  ‘obedience’ and
'authority’ seeming at variance with the declared encouragement of qualities of
self-reliance; Lang traced changing emphases in thought and prescription dating from
the public school tradition of the same period; whilst Blackburn drew attention to the
developing role of the pastoral middle-manager and the shifting focus that has attended

this from the 1950s.
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The climate of ‘review’ gave rise to a dramatic increase in the literature relating to
the theme of the relationship between the pastoral and academic aspects of educational
provision.  Whilst Halblin's23 theory of ‘critical incidents’ in a pupil’s school career
espoused an explicit concern for targeted support of the learning process, other

perspectives perceived pastoral care as diverting attention from the deficiencies of the

learning programe. Among the propoments of this position are Williaeson’" and

Roberts25 - both of whom point to the need for careful and reasoned consideration of
the design of the academic curriculum if the ‘problems’ addressed by pastoral care are
to be diminished.  The relationship was further explored through Bemnett /s’
consideration of the separate structural arrangements which often reinforce the
pastoral/academic divide and via the work of Buckley27 and Harlandza, both of whom
advocated the notion of a ‘pastoral curriculus’ where ‘teaching teams’ assumed
responsibility for all aspects of groups of pupils’ education and whereby ‘caring’ and
’learning’ were recognised as elements of the same enterprise.  Empirical investigation
of the relationship between pastoral care and the curriculum is not common;  however,

pention might be wmade of Vousden’s29 perspective on a whole-school pastoral curriculum

and Joy’s30 cross-case study of the characteristics of the relationship so described.

Reference has been wmade to the co-existent dimemsions of ‘technique’ and ‘critique’ and
to discrepancies between ‘theory’ and ‘practice’ in pastoral care. Best et al's31 case
study of a large 11 - 18 comprehensive school attempted to draw together these
disparate elements. Using an interpretive methodology, the study examined mumerous

aspects of pastoral care.



The investigators concluded that there was little evidence to substantiate the

assumption that the institutionalisation of pastoral care roles corresponds directly
with an increased concern for pupil welfare (indeed, an inverse relationship might be
observed if systems were over-complex or inadequately defined); that a school ethos of
care was, in all likelihood, an invalid notion since varied teacher perception would
pre-suppose enactment of care on an idiosyncratic basis; and that where effective care

is found to exist, this is not consequential upon formalised arrangements.

The ‘conventional wisdom’ of pastoral care which has been subjected to scrutiny in the
critiques outlined above, has been parallelled by Lanq'532 citation of a similar

'wisdon’ appertaining to teachers’ ‘knowledge’ and ‘understanding’ of pupils’ views and
feelings. lang presents the case for investigating pupil perspectives as a logical
aspect of the research process (irrespective of its character) in terms of increased
efficiency, the articulation of aims and objectives and as a necessary initial step
towards increased pupil involvement and participation.  Lang’s research, which is

recorded in a paper appropriately entitled, ‘Taking the Consumer into Account’, is set
aqainst the gemeral paucity of rigorous research in the field to date and is, given its
particular reference to the concerns of the present study, therefore, reported here in

some detail.

lLang surveyed pupils’ attitudes to pastoral care in twenty four West Midlands schools

and declared the aims of the research33 to be as follows: to -
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1 provide preliminary  information  regarding  pupils’  feelings  about,  attitudes
tovards and understanding of a number of aspects of pastoral care and roles

related to it;

2 give some indication of what the problems were that pupils felt confronted them;

3 explore the extent to which the contradictions noted in the structure and process

of pastoral care were reflected in pupils’ views;

4 ascertain the key probless pupils saw themselves as experiencing and the range of

these problems;

5  map the range of elements pupils saw as going to make up teachers’ pastoral roles.

Lang employed a nmethodology which incorporated the wuse of questionnaires, interviews
and conversations and developed his hypotheses along the lines of ’grounded theory’“.
Despite lang’s avowal that the research allowed only partial and fragmentary insights
and that it gave little gquidance for future initiatives, a number of important findings
elerged35: some pupils are unaware of the contradictions and problems of pastoral care
while others recognise them; pupils vary in their levels of awareness in relation to
pastoral care and school gemerally; there were substantial variations in the degree to
which pupils understood the nature and purposes of pastoral care in the school; pupils
feelings towards the pastoral system and role in their school were wore positive than
originally hypothesised on the basis of pilot study data; wmany pupils tend not to use

the pastoral system;
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pupils regard accessibility and a humorous and open interpersomal approach as the most
important things about teachers who are both popular and effective; and pupils
encounter a number of problems and worries at school, the most significant of which are

not necessarily those which are mainly dealt with by pastoral care.

The research confirmed that the ‘conventional wisdom’ of teachers relating to their
'kmowledge’ and ‘understanding’ of pupils’ attitudes and perceptions towards pastoral
care was, to some extent, erromeous; it recommended that teachers as individuals and
schools as a whole should engage in investigating the perspectives, understandings and
peanings pupils hold and ascribe to pastoral care; it endorsed an interpretative,
qualitative wmethodology as an effective approach to the probles; and declared that
teacher resistance to pupils’ views needed to be recognised and positively addressed,

if schools were to profit from the outcomes of research.

Teacher perspectives and attitudes towards pastoral care are to be found in both
research-based and  non-research-based literature.  In the latter category, Marland’®
and l31ackburn37 are, perhaps, pre-eminent in conveying the ‘conventional wisdom’ of
practical experience. Thus the former asserts that, for example, the teacher in the
role of ‘Tutor Ascendant’ (ie one who is actively engaged in providing for pupils’

welfare) will feel ’primary responsibility'38 whilst the latter is able to declare -

"1t is broadly true that members of staff become less anxious to split the roles
of caring and demanding as they gain more experience and confidence in themselves

as tutors and as teachers ..... /39
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Research investigations in this area include crace’s™*

study of views of pastoral care
by subject and pastoral heads of department and an evaluation by Mace41 of teacher

attitudes to pastoral care in two secondary schools.

An investigation which sought to draw together the perceptions of pastoral care held by
both teachers and pupils was conducted by Bvans'> in four Welsh secondary  schools.
Five hundred and eighty four Upper school pupils and one hundred and eighty staff were
surveyed using a [Likert-type scale.  Evans’ research design functioned at a purely
descriptive level statistically - speaking; however, some of the findings are of

interest in that they relate to an evident influence of the critique of Best et a® in

particular and echo points raised in more ambitious research initiatives.

The aims and objectives statements used as response facilitating indicants were drawn
froo a number of sources in the literature on a largely verbatim basis and no attempt
was made to incorporate statements that the school itself had articulated;  however,
the following conclusions were reached:  that teacher perception of concept and
structure was favourable, but that there was an evident lack of knowledge and
understanding  reqarding  process; that,  correspondingly,  pupils’  perceptions  towards
the concept of school providing help and support were gemerally positive, but that
there was greater dissatisfaction regarding the structure and process of pastoral
systems; that pastoral care was viewed as being important to the schools’ academic
success;  that whilst the definition of pastoral care was blurred by teachers’
classification of a wide ramge of activities under the heading of ‘pastoral care’,
there was, nonetheless, evidence of a pastoral/academic split - the problems of which
were largely ignored; that there was some support for the premise that pupils’
perceptions were being considered; and that pupils were reluctant to make use of the

helping services provided.
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Evans’ summation of pupils’ views in the schools sampled was that pastoral work was

seen as being ‘rather sterile and pointless’; probably lacking, (according to Evans) -

'clearly stated objectives and necessary transfer of training and extraction of

significant learninq’“.

Pastoral care in the sixth form

Having identified the gemeral ‘backcloth’ against which pastoral care is currently
conceived and enacted, it remains to consider those aspects which are particular to,

and inherent within, arrangements for the 16 - 19 age range and for students in sixth

forn colleges in particular.

Such arrangements are, perhaps, most noticeably characterised by an acknowledgement

that -

‘the relationship between teacher and taught takes a new and maturer form at this

stage’,

involving students as, ‘participants in their own guidance’45. It is this joint
enterprise within an enviromment that is designed to be as near adult as possible that
is central to sixth form college philosophy and markedly apparent in surveys of

students’ views.

Some indication of the importance which colleges attached to this notion from the
outset, may be observed in the comments of various writers in a collection of papers on
the theme of the sixth form college in practice“.
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Thus Gawthorpe”, in referring to provision at Brockenhurst College in Hampshire,

perceived -

‘a community of young adults in which students have some responsibility for the

conduct of their own affairs’;

he noted also a 'meed for new attitudes and creation of new relationships’48, but
acknowledged difficulties in relation to students requesting greater freedom than that
with which they could comfortably cope and saw the task as being one of developing a

'sensible realisation’ of the need for staff help and encouragement in asking for this.

Bailey‘9 discerned a ‘half-way house’ at Luton for maturing sixteen year olds that
bridged the qap between the closely-monitored world of school and the adult atmosphere
of further and higher education and which combined supervision with an appropriate
deqree of independemce.  Tertiary arrangements at Preston gave rise to claimed
benefits of an ertended character: Crmp felt that the comon educational
environment shared with those having a more vocational orientation engendered a ‘mutual

understanding  and respec’t’51 and that the ability/aptitude/aspiration wmix  helped

promote a favourable atmosphere for fostering improved personal relationships.

At Southampton, Leonard5 2 noted, in common with Gawthorpe53, the necessity for staff to

adjust to -

‘new concepts of teacher/student relations and to extend their pastoral and

tutorial roles'54,
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in an environment which offered opportunities for students to gain experience in
exercising  freedom  and  responsibility. Interestingly,  Leonard considers  this
interaction to be taking place at a time when young people are ’‘generally willing’ to
receive adult quidance. Little has a similarly benign perspective of student reaction

to adult treatment of the age group at Stoke college in observing -

'a degree of self-discipline which makes staff supervision almost unnecessary’ss.

Clearly these pastoral ‘successes’ which typify the consensus view among those
responsible for such provision, appear akin to the ‘conventiomal wisdom’ cited -earlier.
Given their lack of empirical foundation it seems appropriate to 1look to such research

as might confirm or challenge the perspectives in question.

Criticism of sixth form colleges has often focused on the problems that attend transfer
at 16+ and the subsequent question of the possible inadequacy of a period (which may be
as short as nine months) in which the appropriate relationships have to be formed if
student needs are to be met (cf Naylor’s report for the Centre for Policy Studies)56.
These associated issues create a useful framework in which to evaluate the colleges’

success in meeting these needs.

Watkins' 57 survey of seven colleges provides some evidence of the adequacy of liaison
and induction procedures. Eighty three percent of girls and 85% of boys expressed the
view that they had ’settled down’ within a period defined from ’the very begimning’ to
'a few weeks’ (a substantial proportion of whom ‘felt at home’ in the shorter rather
than longer term). Watkins acknowledges that his terms of reference were not defined

and that the creation of relationships constitutes the ‘subtler part’.
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However, broadly speaking, there is evidence here of the colleges counter-acting some

of the immediate problems of the tramsitional stage.

Another investigation which attempts to match the theory and practice of transfer and
transition is I)akin’s58 cross-case study of arrangements in two ‘linked’ colleges

(technical and sixth form) and their associated ‘feeder’ schools.

Dakin interviewed staff involved in the transfer process in order to document something
of student experience and to ascertain the respective perceptions of both schools and
colleges regarding ‘the wmechanics of the systew’, which related both to the preparation
given in the feeder institution and induction in the new college. It was concluded
that there was an evident match between the ‘theory’ of transfer and observed practice
which derived principally from staff being gqiven both the necessary responsibility and
sufficient time for liaison. The role of the Careers Service was additionally regarded

as inteqral to the success of the transfer system.

positive and amxiety-inducing aspects of transfer from a student perspective were
highlighted in Ball and Pulfrey's59 survey of two hundred and four students three
months after joining a sixth form college. In addition to establishing worries and
perceived opportunities at the time of transfer, the investigation also sought to
elicit constructive criticism of the ways in which feeder schools, the college,

parents, friends and the students themselves could have improved the process of

transfer. The wmost frequently cited suggestions to effect such improvement related to
provision of information and increased college-contact;  other points raised were
further quidance in subject choices and study skills, the degree of parental

involvement, support of friends, and self-initiated efforts to derive gqreater benefits
from liaison programmes, improve learning strategies and increase social interaction.
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Corresponding implications for the quidance system are self-evident;  however, the
authors also emphasise that careers quidance is perceived by many students as a wajor
opportunity and stress the importance of an effective tutor-student relationship in

discussing matters of concern to new students.

It is worth noting that sixth form colleges generally reqard preparation for transfer

as a continuwous cyclical process. Watkin560 provides a wuseful outline of three broad
phases:
a) October to January - the provision of information and advice to potential

students; delineation of college aims and ethos; a cameo portrait of what is ‘on
offer’. This first phase 1is characterized by circulation of literature and the

presence of liaison staff in schools.

b) February to March - a period of application and acceptance; interviews are held

and references taken up.

¢) Jume to September - bridging and induction: students are familiarised with the
college environment, staff and available courses and are encouraged to review

subject choices and learning skills.

Doherty61 undertook a study of reaction to a newly-instituted school sixth form

induction course and found that students were anmxious to seek help on educational or
vocational matters, though not on personal ones; that they were satisfied with the
educational quidance provided but demanded further vocatiomal advice and that they saw

the year head, not the tutor, as a reference point if a problem was to be resolved.
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In addition, Doherty recommended the use of questionnaires as part of a wider framework

for the evaluation of pastoral care.

A consensus of perspective with regard to the importance of cultivating adult

attributes and valuing an atmosphere conducive to this was manifest in Dean et al's62
survey of sixth formers in seventeen colleges and twenty two schools. In relation to
other stated aims of 16 - 19 education, senior staff gave high frequency ratings to
'development of social responsibility and awaremess’ and ‘development of  personal

qualities, particularly maturity and confidence’.  Response to ‘The wost valuable
educational experience offered’ frequently made reference to ‘Provision of adult (or
near adult) environment’.  Students on entry to college stressed expectation of adult
treatment and those questioned after the second year of their course/having entered

employment or higher education, commented favourably on this aspect of their college

experience.

l(yte63 adopted the role of ‘teacher as researcher’ at Rowley Regis College, Sandwell,
in examining differences in perceptions of pastoral care as evidenced by data from an
interview with a Vice-Principal and questionnaires distributed to other staff and
students. The limitations of the college’s pastoral care system as revealed by Kyte’s
investigation, related in particular to the role of the Personal Tutor. 1In addition to
this being insufficiently well-defined, it was found that students related more to
subject teachers than Personal Tutors and that both students and staff perceived
pastoral care as the province of Semior Tutors. Kyte observed that the college
appeared to have no overall policy on the development of pastoral care although
perceived areas of agreement were found to exist (notably on the issue of close

student-tutor relationships).
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An inquiry that shared some common methodological ground with the present study, was
Morgan’s  phenomenological inves'cigation64 of the accounts of staff and sixth form
students about perceptions of pastoral care in a large upper secondary comprehensive

school.

Morgan found that staff and students shared the assumption that pastoral care was
essentially ‘remedial’ in character - that it operated in post hoc fashion to solve
students’ probleas (as opposed to facilitating the anticipation and forestalling of
difficulties by actively teaching awaremess of critical stages and decisions, problem
solving and students’ responsibility for decision-making). It was noted (as in

l(yte's65 study) that students ascribed low prestige to their Form (Persomal) Tutor and
regarded Senior Tutors (Pastoral Heads) as the agents of pastoral care. In addition,
Morgan reported congruence between the sixth form pastoral sub-system and that of the
rest of the school. Finally, the special character of student-tutor relationships
frequently alluded to at this level was not wholly reflected in the finding that,

whilst staff anticipated that students would be willing to discuss ‘personal issues’
with them, the latter had a limited conception of ‘legitimate’ problems to be

discussed. According to tutors, however, discussions of this kind did take place.

A further relatively recent perspective on the organisation and provision of pastoral
quidance - specifically in sixth forn colleges - is that afforded by EMIC in its

survey of such institutions from 1983 - 1986. HMI drew attention to the pressures upon
staff arising from the comparatively short period of time in which students were in

their care.
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Thus, there was a particular obligation in respect of acquiring sufficient information
about students’ academic background and future potential, as well as their personal
interests and characteristics, if the most appropriate and beneficial cowrse was to be
provided. An obvious corollary to this was the need for the student to settle into

such a course at an early stage and for immediate wmonitoring of both work and social

adaptation.

In broad terms, HMI distinquished between those colleges which, as a result of
institutional or local Authority initiatives, had devised policies which met the
differing needs of students; and those which, despite laying claim to offering ‘open

access’, did not provide for the full range of need.

In ascertaining the effectiveness of Induction arrangements, HMI reported that ‘most’
colleges went to ‘considerable’ lengths to discuss students’ future programmes of

study, but found that Induction arrangements varied in length and depth; only ‘some’
schemes proving successful in both administrative and personal terms.  Although the
need to monitor progress closely during the early part of the courses was generally
recognised by staff, the best practice was denoted by semsitivity to individual needs
and the facilitating of any necessary changes to programees of study with a minimm of

'fuss’ and ’delay’.

In organisational terms, HMI found wmuch that was laudable - a ‘notable feature’ of

‘many colleges’ being:

'vell organised pastoral and tutorial systems ..... evolved to care for the

academic, personal and social needs of students’®” .
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The existence of written job specifications reflected the importance attached to a
tutor’s role; in some colleges, however, the task of quidance and wmonitoring was
delegated to only a few members of staff and the role of the tutor was less

well-defined.  HMI's gemeral conclusions reqarding pastoral provision in sixth form

colleges was that -

'The most effective system seems to be onme in which time and opportunities for
both informal and planned discussion with individuals are provided alongside a
well-structured programme of activities taking place in tutor periods and where
all tutors comscientiously and systematically undertake both pastoral quidance and

acadenmic tuition’68.

Of the remaining sixth form surveys with which the writer is familiar, two in
particular reveal something of the shift in emphasis towards the development of
personal growth (and hence, pastoral concerns which foster this) which has accompanied

the growth of the sixth form college.

Taylor et al’s® survey of four hundred+ sixth form staff in schools in the West

Midlands and North West of England is notable for its omission of any specific

reference to personal development in listing broad aims relating to the wmain areas or
aspects of sixth form education. Of those aims that teachers were invited to rank in
order of importance, ‘social and wmoral education’ had the closest affinity to such a
concern; only 17% of teachers ranked this aim in category one or two (out of -eight
cateqories) in the context of the importance they believed it should have and only 143

sinilarly in the importance they believed it actually had70.
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In similar vein, the Schools Council’s Sixth Form Survev71 of pupils and teachers

revealed no significant difference in perceived importance of personal development from
other aspects of sixth form life by either students or staff. Interestingly, however,
53% of all sixth formers cited better and closer relationships with teachers as the
main difference between the sixth form and the lower school, noting in addition their
being treated in a wmore individual and adult way, the existence of a less-formal

atmosphere and a qreater degree of dialogue with tutors. Correspondingly, 79% of staff
thought greater wmaturity, confidence and a sense of respomsibility the wmain benefits

attained through the sixth form.

Stephenson72, in common with most senior staff in sixth form colleges, is more

sensitive to a  reciprocity  between  staff-student relationships and  personal

development:

faan the concept of positive personal development is wuch wmore than pastoral
care in the semse of social work for those in difficulty. It means taking action
that is calculated to influence and affect every student in an agreed way. This
will be achieved wmost effectively with young adults by influence and therefore the

right kind of staff-student relationship is essential’ .

Similar perspectives are to be found in the work of other ‘practitioners’ such as

Bennion“, Hacfarlane75 and Wa'tkins76
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In common with schools, the focus of attention to the persomal needs of students in
sixth form colleges is located in the context of the tutor gqroup. 1Its wmode of
organisation, its function and its management as outlined in the literature are

discussed below.

The composition of tutor groups

Watkins77 provides a useful summary of the different ways in which colleges organise
their tutor qroups. He notes that some institutions, New College, Telford and Itchen
College, Southampton, for example, consider the needs of seventeen and eighteen year
old students to be different from those of new entrants, who are, therefore, grouped
accordingly. A clear disadvantage in this arrangement for Watkins is the question of
group  size being  inconsistent with immediate and subsequent needs  (being

proportionately larger in the first year when individual attention is most needed and
proportionately smaller in the second year when increased familiarity with college

leads to less ’demand’).

Most colleges opt for ‘vertical’ tutor group arrangements (mixed-age/mixed-ability)
which Watkins arques (more convincingly in the writer’s view than the generalization of
a diminishing demand) extends relationships and promotes valuable interaction among the
different age groups. However, Watkins adds the common rider of the desirability of
catering for the needs of given sub-qroups of students at certain points in the college

year and the necessity of monitoring in particular, the needs of the one-year student.
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Other criteria for grouping arrangements relate to  subject-based  considerations:

Watkins notes that Richard Taunton College, Southampton, for example, attempts to match
student interests and tutor specialisation on a ‘loosely compatible’ basis and, where
possible, arranges student - tutor contact in the teaching situation. The obvious
advantage of a common interest is acknowledged by Watkins but attention is drawn to
students in this situation being unable to profit from the complementary relationship

of having as a tutor someone by whom they are not taught.

A variation on this theme is Tynemouth College’s approach where the four subject-based
faculties define the tutorial system and John Leggott College’s distribution of its
TVEI students throughout the Lower Sixth Cohort in order to disseminate the TVEL

philosophy.

The tutorial programse

Aside from daily periods of tutor-student contact for purposes of registration and
administrative wmatters, a large number of colleges commonly allocate about one hour per
week for structured tutorial work which not infrequently follows an agreed programme of

'topics’ or ‘units’ intended to complement and support students’ academic studies.
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Baldwin and Wells’ Active Tutorial Work Project78 addressed in its fimal stages the
personal and social development needs of 16 - 19 year olds in a variety of
institutions. Its wmain aims, conceived in the context of a developmental qroup work
approach, related to the understanding of human interaction and relationships, personal
independence and preparation for the future, a sense of corporate identity through peer
group  integration,  cultivation of  appropriate  learning  strategies,  self-evaluation,
political and economic awareness and the ability to reconcile personal goals with the
expectations of others. The authors stressed the need for parity between the perceived
importance of personal and cognitive development, since the former would ‘emhance and
underpin’ the latter, arqued for specification of Behavioural objectives for affective

education and called for unambiquous declarations of intention and content.
Hanblin79 emphasises the ‘vulnerability’ of the age group and advocates the need for
‘neqotiated’ as opposed to ‘imposed’ activity. The principle issue for Hamblin is that
of ‘quidance’ and he identifies four ‘basic modules’ at its centre:

Careers quidance and the issue of unemployment

Social and life skills

Group interaction

Learning about learning
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In comstructing and delivering such modules there is a need, it is suggested, for
self-created frameworks of evaluation devised by both staff and students which monitor
input to the quidance sub-system, job analysis (what has to be donme), skills analysis

(how it is done), sources of inefficiency and outputao.

Bennion81 examines some of the arquments pro and con the inclusion of tutorial work in
the 16 - 19 curriculum. In the latter inmstance there are those who, Bennion points
out, see colleges being over-protective and over-supportive, and view additional
tutorial time as generating artificial activities towards which staff lack sympathy and
for which they have inadequate training;  however, tutoring ‘rests its case’ on
'helping students define and achieve their educational goals’>’.  over and above
student monitoring, liaison and essential administrative tasks, which wmay constitute
tutors’ central respomsibilities, Bemnion is conscious of a degree of latitude of
approach  consistent  with  staff preference and  widely-differentiated student need.
Wzatkinsg3 discusses the problem faced by those colleges which have registration as the
only scheduled studemt-tutor contact time. John Leggott College, for example, makes
provision for a tutorial hour for the majority of its students about six times a year,
when matters of assessment or examination entry arise; at New College, Telford, the

Core Studies programme defines tutor group activity and tutors see their students for

sose two or three hours each week.

Whichever of these patterns is adopted, few colleges are 1likely to be able to devote
the amount of time to persomal and social education recommended by the City of
Manchester Education Authority in its sixth form college curriculum guidelines84 , which

suggested a total of six to eight hours a week for this purpose.
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The management of tutor groups

Por the majority of colleges, the Personal Tutor is the central fiqure not only of the
pastoral system, but also in the work of the college as a whole. Charged with

oversight of (typically) a group of some twelve to twenty students, he or she assumes a
degree of responsibility which varies from imstitution to imstitution. Mactarlane®
refers to an ‘untypical devolution’ at South-Fast Essex Sixth Form College where tutors
have ‘full responsibility’ throughout a student’s course, from the process of

application to provision of the final reference and monitoring of leaving procedures.
A wmore common role specification is also delineated; this nmight include: integration
of the student into the college community and ‘first-line’ responsibility for his/her
subsequent welfare, explanation and interpretation of college policy and procedures,
oversight of a developing personal autonomy, monitoring of general academic progress
(including subject staff liaison and student acquisition of study skills),

identification and realistic appraisal of career/higher  education  aspirations and
facilitating of effective interpersonal relationships.  Macfarlane also draws attention
to competing demands on the tutor’s time from such sources as subject-based

developmental  work, participation in General Studies programmes, extra curricular

activities and involvement in team planning and evaluation initiatives, in addition to

a varied and demanding subject-teaching role.

Such pressures have given rise in part to an acknowledgement in the literature of the

possible disfunction between ‘official’ policy and evident practice with reqard to

tutorial commitment.
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Watkin586 recognises that some college staff consider their teaching role to have a
higher priority than their tutorial brief, whilst Halblin87 is alert to the necessary
task (as part of the process of evaluation) of distinquishing ‘systematically’ between

a tutor’s:
prescribed role as laid down in job descriptions and official documents;
interpreted role which stems from the holder’s beliefs and characteristics;

expected role which is a product of the beliefs and expectations of others and

often associated with contradictions and conflict;
and

pe_rmed_rgl_ess.

However, HH189 found that whilst some staff gave the role of Personal Tutor only
'perfunctory  attention’ the attitude did not predominate.  Watkins'  identifies a
further factor which derives from the interaction of these facets of the tutorial role,
namely, that of staff confidence in undertaking the task, and stresses the need for
support from senior colleagues and appropriate training, such as Hampshire LEA’s two-
day residential course for tutors at the end of the summer term to which a selection of

students is also invited.
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A slightly different  emphasis is  apparent in  the view of

Bennion91 who, whilst accepting that ‘good can be made better by traininq’gz, sees
nothing intrinsic to effective tutoring that is not apparent in gqood teaching (the
former simply being an ‘extension’ of the latter, the skills being ‘interchangeable’
and the roles ‘complementary’). The notion of tutors requiring ‘a special order of
gifts’ is overshadowed for Bemnion by demonstration of ‘sympathetic and detached

judgment’ accompanied by respect for the individual”.

There is a conscious awareness, however, in Bennion’s paper of the likelihood of a
demand for tutor quidance and support which may be wanifested in both provision of

appropriate resources and -

'that most effective form of in-service training, namely the sharing of good

practice among fellow practitioners'94

By way of conclusion to the foregoing, St:ephenson's95 view of the essential, if not
principal task of personal and social development in which most sixth form colleges
would consider themselves to be engaged, may be cited; it is a task enacted in an

institution -

‘in  which all staff-student relationships are appropriate to emerging adulthood
..... , in which wmembers know and recognise each other as individuals, and within
which each student can experience a sense of respomsibility and identity within

the community’.
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SUMMARY AND OVERVIEW

This review of the evolution of the concept, organisation and practice of pastoral care
has focused on the distinction that may be drawn between the literature of ‘technique’
and ‘critique’;  between a ’‘conventional wisdom’ and a more rigorous and analytical
perspective derived from empirical investigation and located in works of philosophical,
historical and sociological vreappraisal. It has further explored the theoretical and
practical parameters that inform provision at post-compulsory level within sixth form
colleges, both in accordance with pastoral concerns in general and the needs of 16 - 19

year olds in particular.

Within many sixth form colleges the principal aim has been that of the personal
development of the individual. Colleges have sought especially to award status to the
student and have stressed the necessity for appropriate staff-student relationships in

this regard.

The Personal Tutor has been a central fiqure in the ‘institutionalisation’ of care,
assuming, on occasion, full responsibility for those students in his group. The size
and composition of college tutor groups has reflected concern for establishing a sense
of identity and fulfilling interpersonal relationships, whilst tutorial work has

endeavoured to help students determine and realise their educational goals.
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There is some evidence to suggest that an adult or near adult relationship
characterises staff-student interaction in colleges and school sixth forms and that the
process of ‘transfer and tramsition is wmanaged to students’ gemeral advantage (in
defined local contexts) - although student perceptions of the associated challenges
need to be taken into account.

The wmost recent survey of pastoral provision - that undertaken by liMI96 - has drawm
attention to the problems faced in meeting the needs of sixth form college students as
a consequence of the relatively brief period spent in a tutor’s care; to the varying
degrees of success achieved in this regard (both in the shorter and longer term); to
(the latter notwithstanding) the genmerally effective organisation of pastoral and
tutorial systems; to the importance within such systems of parallel opportunities for
individual discussion and for participation in a coherent programme of activities; and
to the value of staff being committed to both the pastoral and academic dimensions of

their role.

Ribbins and Best’ offer an assessment of the current position in the debate on
pastoral care and argue the case for its future concerns. The need for ‘outspoken
critiques’ of the ‘conventional wisdom’ has now been superseded, they suggest, by the
need for systematic research of the various facets of pastoral care and the development
of qood practice (or ‘technique’) by means of curriculum evaluation and action
research.  Such initiatives, coupled with a rigorous and amalytical approach,
constitute the central part of the ‘mew’ conception, organisation and practice of

pastoral care.
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Marland%, in common with Lang, 1is conscious of the value of vresearch both in

enhancing present knowledge and understanding of pastoral care and in analysing and
evaluating emerging practice. In acknowledging the criticism by Best et al99 of his
and other writers’ concern with the ‘structure’ of pastoral care, Marland takes the
opportunity to note the constraints of circumstance in being ‘obliged to use anecdote
and personal observation'® in the absence of more empirical data at that time.

Marland arques that such research as has been conducted to date (the comment is

sufficiently recent to broadly reflect the current situation) has assumed too narrow a
focus in being remote from the practical implications of pastoral care in schools. The
remedy, he observes, is to be found in a closer acquaintance between researcher and
institution, in teachers themselves formulating questions for researchers to answer and

in schools initiating and conducting their own action research.

The major directions for future research in pastoral care lead, in Marland’s view, to
the identification of pastoral procedures that will enable pupils to be more effective

learners and the study of tutor-student experience and interaction.

The following extract from an edited report of a paper presented by Marland to a
Natiomal Association of Pastoral Care in Education seminar at Warwick University
illustrates both the essential problem of pastoral care as it is currently perceived

and a means of addressing it that is pertiment to the present investigation:

'The current difficulty is the lack of conceptual clarification about pastoral
care, with little or no consensus about what it should be doing. This s,

perhaps, one of the wmost important areas for research in the future. More

information should be collected through research and surveys on attitudes to and
101

conceptions of pastoral care’
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CHAPTER 4

THRORETICAL AND PRACYICAL ISSURS IN THE ASSESSMENT OF ATTITUDES

In examining the issues concerning the theory and practical assessment of attitudes, it
is intended that the emphasis be upon delineating problems of instrument design and
use. It 1is not proposed to re-engage in debate of the relative merits and limitations
of the principal wethods of attitude scaling, which have been well-documented (though a
rationale for employing the method of ‘summated’ ratings in the present investigation

is offered at a successive stage in the study).

However, some indication of the range of perception of the concept of ‘Attitude’ and
therefore the present ‘state of the art’, is deemed an essential if relatively brief
precursor of wmatters wmore operational in character. As a hypothetical or ‘latent’

psychological ~variable, the wmany definitions of attitude that have been offered give
testimony to its complexity.  Allport’s review of numerous earlier definitions gave

rise to -

'a mental and neural state of readiness exerting a directive influence wupon the

individual’s response to all objects and situations with which it is related'l.
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'l‘hurstone2 (and  thereafter, Edwards3) and Nunnally4 recognised a preference for
positive or negative reaction towards a given psychological object, whilst Oppenheim5
and Green6 emphasise  ‘readiness’ and ‘consistency’ of response respectively.  However,
Moore7 concludes that the wmany ways of defining attitudes act as a constraint in

establishing a satisfactory or universal definition.

The vparticular difficulties arising from attempts to resolve the questions of attitude
scale validity and reliability have received considerable attention. HcNenars, in a
seminal article, conceived five methods of confirming the validity of scales; these
were:  that attitude as signified by a subject’s scale score be compared with

observable behaviour in a corresponding context - the degree of agreement to be taken
as an appropriate indicant; that the scale be administered to qroups whose opinions
are known and the extent of differentiation noted; that scale scores be correlated
with ratings of attitudes made by close acquaintances of the subjects concerned; that
the test instrument be validated against a known scale (itself having satisfactory

validity); and that subjects be interviewed to cross-check their declared opinions.
McNemar’s strategies have subsequently been subject to critical examination by numerous
authorities, of which a representative selection is deemed adequate here. Krech et all9

indicate that -

'action is determined not by a single attitude, but by a number of attitudes,

wants and situational conditions, operating simultaneously’.
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Pishbein and Ajzenlo, Wickerll and F.dwards12 also offer evidence of attitude-behaviour
inconsistency and sound a cautionary note concerning the predictive validity of scales.
Further substantiation of the arqument is inherent in Moore's13 distinction between
'Expressed’ or verbally elicited attitudes and ‘Manifest’ attitudes. For whilst the
former lack permanence and stability, are of uncertain formation, vary in accordance
with respondent maturity and represent either global or highly specific attitude

constellations which wmay obscure the underlying attitude and its structure, the latter
are, Moore suggests, susceptible to correspondingly qreater errors of interpretation
since observable behaviour may not be a function of the attitude from which it purports

to derive.

The ‘known qroups’ criterion whereby groups of individuals who are deemed to have
different action attitudes are compared by virtue of their elicited verbal attitudes,
has been employed with some deqree of success by Thurstone and Chave“, Eysenck15 and
Evansl6, among others.  However, the 1limitations of this nmethod of correlational
validity have been addressed by Green”, who draws attention to the difficulty of
evaluating the extent of the association and observes that in addition the groups
concerned are seldom very well ‘known’ (Green’s ‘ideal’ solution to determination of
correlational validity lies in the development of an ‘action attitude scale’ requiring
'extensive observation’ of the subject; the practical implications of such a scheme in
conjunction with its ‘localised’ validity account, of course, for the limited role of

direct measures of behaviour in educational enquiry).
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Krech et al18 highlight a further constraint with respect to uncertainty of adequate
discrimination amongst those who hold moderate as opposed to extreme attitudes. The
authors indicate, however, that numerous scales have been invested with ‘useful’
validity through this method. Evans19 is also supportive in suggesting that whilst the
scores of different groups may overlap to some extent, scales which give credible
results with known groups could reasonably be wused to investigate the attitudes of
those with whom the researcher is unfamiliar. e—— third and final wmethods are

found by Evans to have limited utility owing to the element of subjectivity involved.

However, Thurstone and chave?r  obtained self-ratings of subjects’ attitudes, which gave
a correlation of +40.67 with scores on the attitude scale. Whilst this coefficient was
not in itself unsatisfactory, the investigators did, however, decline to draw any
significant conclusions from it since the reliability of the ratings had not been
established.  In discussing the establishing of concurrent validity (McNemar’s fourth
nethod) Youngnan22 emphasises that the construction of a new test instrument is often
the direct consequence of the lack of an equivalent altermative - hence the need, he
points out, for modification of relevant existing instruments or the employment of

closely-natched ones for purposes of comparison.
The difficulties encountered by researchers in the pursuit of validity in the

assessment of attitudes are reflected in Oppenhein's23 contention that there 1is ‘at

present no way of making sure that an attitude scale is valid’.
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With regard to reliability, Vernon24 indicates that most attitude scales have a

reliability of between +40.75 and +0.90. He suggests, however, that high reliability
may be counter-productive if the resulting homogeneity of the items allows the

respondent to present a conceptualised view of himself rather than his actual opinions.
Green25 reports that low ‘stabilities’ (test-retest reliability) of attitude scales
have been accepted on the basis of the dynamic character that attitudes are deemed to
possess.  Studies of attitude change are, he points out, concerned with ‘consistent
shifts of response syndrome’ % as opposed to ‘sporadic changes in specific response
tendencies’27, and thus low stability of scores is to be anticipated. However, Green
emphasises the need for parallel-form reliability as an indicant of the comstancy of

the change.

Where reliability has been determined on a single occasion of testing, ie when an
estimate of internal consistency has been sought, the l(uder-Richardson28 formulas have
had widespread application. Cronbach29 generalised KR20 to include items scored
dichotomously or  continuously; this  formulation, in common with Guttlan's30

coefficient of reproducibility, tends to reflect a lower bound of the true value.

Cronbach, however, wmaintains that perfect internal consistency is not a pre-requisite
for test interpretation. On a further wmethodological note, \loungllan31 advocates

caution in determining the length of a test, since an increase in the number of items
often gives rise to a tendency for the associated alpha to increase, thereby disquising

the effect of unsuitable items.
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In being allied to the issues of validity and reliability, the key concept of
‘unidimensionality’ has  received considerable  attention in the literature. For

Anastasi32, it is the definitive criterion, since attitude scales it is suggested -

‘are designed to provide a quantitative measure of the individual’s relative

position along a unidimensional attitude continuun'33

Nutt:all34 notes that Likert Scales® are particularly prone to the problem of
unidimensionality, since subjects with equal scores who are then deemed to have
approximately ‘equal’ attitudes may vary in the patterning of responses which

constitute the total score.

whilst MNuttall cautions aqainst interpreting individual attitudes on this basis, he
acknowledges that in the case of group comparisons (as in the present study) the issue
is a less vital one. Guttmem’s36 approach to the problem of attitude measurement
circmnavigated this difficulty but gave rise to attitudes wunder investigation being
narrowly defined as a result of the requirement for attitude statements to be

relatively homogeneous in content.

Purther  difficulties stemming from an emphasis on  unidimensionality in  scale
construction are specified by Krech et a1’ who note that unidimensional scales may not
in themselves have optimm validity where complex issues or future behaviour patterns
are concerned, and that insistence wupon such instruments wmay preclude study of qroups
vhose attitudes are structured wulti-dimensionally as opposed to unidimensiomally,  The
subsequent  question of the application of wmultidimensional scaling to attitude

peasurenent has been discussed by Torgerson38, Napior39, Youngman40 and Subkoviak“.
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The theme here has been taken up in a critique of research in the field during the
1960s and 1970s by Gardneru, who found frequent absence of an underlying theoretical
construct among scale items and confusion of variables leading to summation of items
that were psychologically distinct.  Gardner recommended the use of factor analysis or
panels or judges to allocate items to sub-scales; the items to be then distributed
randonly within the instrument and summed in association with items belonging to the
same  scale. By way of conclusion, Gardner stresses that the purpose and

appropriateness of scales needs to be determined if validity is to be achieved on other

than assumptive grounds.

The attribute of ‘intensity’ and the corresponding question of the ‘meutral’ region of
scales has also been subject to debate and investigation. Oppenheil43 advances the
view that our understanding of attitudes and their role in behaviour prediction may be

enhanced through consideration of the intemsity component.

Two of the most commonly wused scaling methods, those devised by Likert'  and

Thurstone45, have been considered to gqive inadequate definition of the neutral region.
In the former case, the interpretation of a neutral point may be highly ambiquous
because of the different ways of arriving at a score in this region; in the latter
case there may be a lack of correspondence between judges’ allocation of neutral items
in ascertaining their scale value and subject’s perception of the same in responding
(qv Krech et a1)46. Hovever Suchman’s’’  use of the cumulative scaling technique

facilitated demonstration of a U-shaped function between intensity and attitude score
which made it possible to locate the area of minimum intensity and, therefore, the

neutral region.
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In general ‘terms, precise definition of the wminimum, or ’zero’ point, is crucial only
where it is deemed necessary to dichotomise subjects’ views on a ‘positive’ or

"negative’ basis.

Underlying discussion of technical problems of scaling there has been evident concern
in the literature for the fundamental question of item construction and selection.
These items, or ’statements’, should, it is suggested, be ’‘meaningful and interesting,
even excitinq’w, ‘carefully edited and selected’ 4 and ‘carefully worded (and)

insightful'so.

Edwards51 has summarised suggestions from a number of sources (Wangsz, Thurstone and

Chave53, Likert54, Bird5 5, Edvards and Kilpatrick56) regarding informal criteria for

editing statements, and since these have helped inform the present investigation they
are recorded below:

1  Avoid statements that refer to the past rather than to the present.

2 Avoid statements that are factual or capable of being interpreted as factual.

3 Avoid statements that may be interpreted in more than one way.

4  Avoid statements that are irrelevant to the psychological object under

consideration,
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Avoid statements that are 1likely to be endorsed by almost everyone or by almost

no-one.

Select statements that are believed to cover the entire range of the affective

scale of interest.

Keep the language of the statements simple, clear and direct.

Statements should be short, rarely exceeding twenty words.

Each statement should contain only one complete thought.

Statements containing universals such as ‘all’, ‘always’, ‘none’ and ‘never’ often

introduce ambiguity and should be avoided.

Words such as ‘only’, ‘just’, ‘merely’ and others of a similar nature should be

used with care and moderation in writing statements.

Whenever possible, statements should be in the form of simple sentences rather

than in the form of compound or complex sentences.

Avoid the use of words that may not be understood by those who are to be given the

completed scale.

Avoid the use of double negatives.
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In conjunction with the writing of attitude statements, attention has been focused on
one of the wmajor problews of the self-report record, that of ‘response set’ - the
conscious or unconscious shaping of a subject’s pattern of item response, reqardless of
content, in accordance with wmotivationmal factors such as ‘social desirability’,
'acquiescence’,  continuous preference for ‘extreme’ or ‘uncertain’ response categories
(or avoidance of the same) and so forth (Hoore57, Oppenheinss, Cronbachsg, Martin60 and
Eysenck61 among others).  Whilst difficulty in detecting and compensating for response
set is acknowledged, strategies for nullifying gqiven sets have been devised (eg
counterbalancing of the negative and positive orientation of scale items is a common

method of cancelling acquiescence, although l(nowlesﬁ2 arques against this).

The technique of ’forced-choice’ conparison63 was developed to combat the response set
probles in general. However, whilst this method provides clear discrimination of an
individual’s characteristics, comparison between individuals is less easily achieved

and ‘frustration’ effects may be generated through the restriction criteria.

Matthews64 brings into focus the paucity of schemes for assessing attitudes in schools;
for whilst there is frequent specification of affective aims and objectives, this is
seldom accompanied by attempts to assess attitudes in the outcomes of education. In
the context of the writer’s own investigation it is interesting to note Matthews’
citation of the wﬁ which found that students attached

considerable  importance to affective general aims concerned with encouragement of

independence, development of character, personality and a sense of responsibility.
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Matthews indicates that assessment of attitude by direct observation of student
behaviour has bequn to feature to a limited degree in external examinations such as

Nuffield Science and the Schools Council _Integrated Science Project. Im  conclusion,

Matthews declares that  teacher  accountability  presupposes overt  assessment  of
children’s attitudes utilising the pupils themselves as the main agency of assessment,

thereby reversing the emphasis lodged in the assessment of cognitive outcomes.

L potential framework for matching statements of affective objectives and method of
assessment may be found in the taxonomy comstructed by Krathwohl66. This specifies
classification of ‘attainment’ of an attitude, based on levels of adoption and

acceptance of an educational experience.  These levels are, in ascending hierarchical

order: reception, response, valuing, organisation of values and characterisation.

Pedagogical  considerations are also inherent in Moore’s”  recent review of the
literature relating to attitude assessment in science and computer studies.  Moore
compents that of the ‘exogenous’ variables (those outside the school’s control), gender
is correlated quite stromgly with attitude, whilst ability is a weak determinant.
where ‘endogenous’ variables are concerned (those within the school’s sphere of
influence), teacher classroom behaviours -  especially instructional wmethods - and
classroon ‘environment’ (the term for the complex psycho-sociological climate of the

classroom) are the most significant correlates of attitude.
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Attitude formation

In concluding a review of the theory and practical assessment of attitudes it seems
necessary to give brief consideration to the question of the determinants of attitude
formation (given the conceptual and methodological implications for the present study,
and its possible outcomes in terms of institutional initiatives in developing/modifying

existing perspectives).

Krech et al68 offer a wuseful exposition of the factors which are instrumental in the
shaping of  attitudes; these are, respectively wants satisfaction, available
information, gqroup affiliations and personality. That wants satisfaction generates
either favourable or unfavourable attitudes towards the object in question was
demonstrated by Rosenbergég, whose research into the orientation and intensity of
students’ feelings towards freedom of speech and its instrumental value in facilitating

or frustrating personal goals revealed a significant association in this respect.

I)avis’s70 study of comeunity attitudes towards a public health measure revealed how
exposure to ‘factual information’ may undermine rather than reinforce the validity of a
given attitude;  however, as Krech et a1t observe, information generally contributes
to the determination of an attitude with respect to its congruence to pre-existing
attitudes. Many investigators are of the opinion that ‘primary’ or ‘membership’ qroup
influence is a wmajor determinant of attitude formation, ie that attitudes originate and
are sustained in the context of the groups to which the individual ‘belongs’ (and to a

lesser extent, those to which he aspires - his ‘referent’ group).
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Group affiliation is compounded as a determinant of attitude, however, by the wants
satisfaction of the individual who will select accordingly from the prevailing
attitudes of the gqroup; and by inter-group affiliation dynamics which may support
conflicting or  corresponding perspectives72 (cf Furlong’s73 ’interaction  sets’,

discussed elsewhere).

Finally, researchers have examined the role of personality in the formation and
functioning of attitudes.  Barlier investigations (eq Vetter74 and Dexter75) sought
clearly identifiable traits as correlates of attitudes whereas later research
demonstrated a concern for revealing more gemeral personality patterns which permeated

attitude systems (cf French76, Adorno et a177, HcClosky78).

SUMMARY AND OVERVIEW

Whilst there is some consensus in the literature with regard to an understanding of the
concept of ‘Attitude’, the numerous definitions that exist are indicative of its

complexity.

The fundamental question of validity has been a particular focus for the attention of
researchers who have sought greater precision in the assessment of attitudes.  Thus
earlier formulations of validation criteria (HcNelar79) have been subject to

reappraisal and review (‘action tendemcy’: Hoorego; Krech et al81 ;  Fishbein and

. . 83 84 .
A]zengz; Wicker *;  Edwards  ;  ‘known groups perspective’: Green85; Krech et a186;

Evan587; ‘known  instrument  comparison’: Younglansg; ‘peer-group  rating’  and

'interview corroboration’: Evanssg) .
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Increased validity of test instruments has been achieved where attitudes are not
congruent to group norms or where the self-concept of the individual is likely to be
compromised, through the wuse of ‘disquised techniques’.  However, deficiencies remain
evident where investigators have not identified an wnderlying theoretical construct
among scale items or confused psychologically distinct variables in  scoring

procedures90

The concept illustrated in the first of these criticisms is that of ‘unidimensionally’
- a feature of scale construction that has been subject to wide-ranging discussion and

investigation (Anastasigl; Likertgz; Guttlan93; Nutta1194).

The second relates to the need to allow for the wmultidimensional patterning of
attitudes (cf Coonbs'95 comments on the structure of psychological traits) and the

corresponding  application of  wultidimensional scaling wmethods to their  measurement

(Younqnan96; Torqerson97; Subkoviakgs; Krech et a199).

In addition, the attitude itself wmay be held to be invalid if respondents are

insufficiently well-informed with respect to the object of the attitude.

Other issues involved in the process of measurement include those of ‘response set’
(Hooreloo; 0ppenhein101; Cronbachloz; Martin103; Eysenck104), intensity’ and  the
meutral region’ of scales (the latter being adjudged inadequately defined by the

Likert105 and Thurstone106 methods of scaling, but effectively demonstrated in the

approach by Suchlan107).
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In ensuring that the attitude domain has been appropriately sampled and represented,

investigators have given wmuch consideration to the ‘initial and basic problen'm8 of

item  assembly and  selection (Edwardslog; Oppenheinlw; Hanqm; L‘vansm;

Likertu3; Thurstone  and Chavem: Birdns: Edvards  and Kilpatrick“"), thus

facilitating understanding of the structure of the attitude.

whilst effective aims and objectives are frequently valued and specitied in oducation
(Matthews117; Eagleshalm; Lewism), little attempt has been made to  assess

outcomes in these terms. Pupils themselves might be instrumental in such a process.
Measurement in this area has a theoretical basis as a result of the development of a
tayonomic framework based on adoption and acceptance of educational experiencelm. In

given subject areas  (science/computer  studies) significant  correlates of  attitude

(gender/teacher classroom behaviour/classroom environment) have been identifiedm.

Though conscious that it has not proved possible to sample adequately the
‘action-tendency’ component of attitudes*, nor to demonstrate measurement of the
primary characteristics of ‘multiplexity’ (the number and variety of clements torming a
component), ‘consistency’ (among cognitive, affective and action tendency aspects of
attitudes), ’inter-connectedness’  (giving rise to attitude clusters) and  ‘consonance’
(among the attitudes wmaking up a cluster), Krech et al'? express the view that

attitude measurement remains -

* Some scales aim to elicit an ‘action’ response (ct Rosandcrw) but establish only
. 123 . . . . .
'intent’ (cf Green’s notion of an ‘attitude action scale’ incorporating ’extensive

observation’ of the subject).
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foons perhaps the outstanding technical achievement of the social psychologist’.

The position adopted in the present study is that the development and application of
the attitude measurement procedures described in Chapter 5, is based on an awareness of
their utility against the theoretical and practical background of assessment issues
detailed above, Within an area of potential validity threat, ’fitness for purpose’ has

consequently been pursued with some vigour.
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CHAPTER 5

In conducting his research, the writer has followed a key quiding principle in respect
of enabling an assessment to be made of the evidence upon which analysis is based:

that of providing a detailed description of the transactions and processes observed in
the context of the research setting. This ‘audit’ tralil1 has important implications in
terms of the issues of validity and reliability and these are examined subsequently in

some detail.

Platt2 discusses methods of presenting evidence in support of data which represent

practical alternatives to the less feasible strategies of ‘an appeal to authority’ and
total display of data. Three broad approaches are cited: firstly, that of using a
systematic method and providing a gemeral account of this, rather than describing the
individual points in its implementation;  secondly individual deductions may be

supported by reference to the relevant aspects of methodology, or by sustaining them in
ad hoc ways (consideration of positive and negative instances would be included here,
for example);  thirdly, wuse might be wmade of illustrations that are qualitatively

representative of the data as a whole - generalization, where necessary, would then
derive from selection of different examples which exhibit the range of meanings to be

conveyed and the differential significance which should be attached to thenm.
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Platt suggests that some combination of all three strategies seems most appropriate -
the emphasis being dictated by the nature of the data and the conclusions which are to
be drawn from them. In following a generally integrated approach to the reporting of
data, as Platt suggests, the present study leans towards weighting in respect of

illustration (affording the opportunity both for detailed concrete description and

interpretive commentary).

eljabilit validit

of the issues of reliability or replication, generalizability and internal validity
which arise in the context of the reporting of qualitative data (separate consideration
is given in respect of the quantitative dimensions of the study), the first is perhaps
the least problematic.  ‘Reliability’, or the extent to which findings can be

replicated, has been viewed (in its positivistic semse) by numerous authorities as
being of limited relevance to qualitative case studies or an ethnographic framework of
enquiry.  Mackinnon, for example, notes a lesser preoccupation with reliability or
replication of what is discovered than with ‘advancing empathic understandinq’3, whilst
Hammersley observes that although ‘re-studies’ may be undertaken in the field, it |is

the -

feeuns object and setting of the study (the community) not the hypotheses and

procedures of the original research which are replicated'.4

Thus the concepts of ‘replication’ and ‘re-study’ are not synonymous. Merriam has been

more emphatic in rejecting the applicability of notions traditionally based on constancy

of phenomena and a single reality:
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'‘Because what is being studied ..... is assumed to be in flux, multifaceted and
highly contextual; because information gathered is a function of who gives it and
how skilled the researcher is at qetting it, and because the emergent design .....
precludes a priori control, achieving reliability in the traditional semse is not

only fanciful, but ilpossible’.5

Others have looked to altermative concepts: Lincoln and Guba6, for example, refer to
'dependability’ or intermal ‘consistency’ of results;  reliability in these terms
derives from explanation of the researcher’s theoretical orientation, a detailed

account of the procedures of data collection and analysis (the ‘audit trail’ referred
to overleaf), and both data and wmethod trianqulation. In addition, whilst the

researcher’s primary objective is to demonstrate an adequate representation and grasp
of vparticipants’ construction of reality, idiosyncratic interpretation of data and
methodological  perspective make replication neither possible nor desirable.  Walker

takes up the former issue in stating that -

i the relationship between our representations of events and the events
themselves is not critical because no clain is wade for our representations as

against those made by anyone elser.’

Generalizability, or comparability, or external validity as it may variously be
referred to, has, by comparison, proved to be a more complex issue. As in the case of
reliability, viewing generalizability in the mammer of experimental, statistical
studies points up an obvious lack of correspondence with the rationale and processes of

qualitative case study.
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In sample-based research the investigator is concerned to establish the equivalence of
his sample and the population from which it was drawm, in order that a known
distribution of given variables may be predicted for other settings, groups of
individuals and so forth. Thus, it might be suggested that whilst case study research
pay be able to furnish-

’internally coherent and plausible explanations for individual cases,8

its ‘deficiency’ is in respect of not allowing generalization.

However, concern for context need mnot necessarily be regarded as an impediment to
generalization if the latter is reframed to reflect the underlying assumptions of
qualitative inquiry9. Whilst an extended discussion of the reconceptualization of
generalizability is not undertaken here, mention might be wmade of Cronbach’s proposal
for ’working hypo’cheses’10 which take account of local conditions in describing and
interpreting phenomena as the researcher moves from situation to situation;  Erickson’s

/concrete universals’ which derive from -

‘studying a specific case in great detail and then comparing it with other case

A .11
studies in equally great detail’™,

(ie locating the general in the particular);  Stake’s notion of ’naturalistic

generalization’12 where personal experience, intuition and tacit knowledge form the
basis of judgement of tramsferability; and ‘reader or user generalizability’, where,
as Wilson" points out, what is applicable to given situations is determined by people

in those situations.
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Spencer and Dale consider gemeralizsation in case study research may be attempted

(though not assumed) given certain procedures:

L the individual cases are treated as wholes-in-context, rather than as units
in samples of populations ..... There wmust be a systematic (and, therefore,
relatively complete) description of the units to the compared: of their
properties,  the  patterned  relationships  between  the  properties,  their
relationships with their contexts and the properties of those contexts.  Then
propositions must be formulated about that particular pattern of properties.
Finally, situations in other times and places must be examined to see whether
similar patterns exist: the propositions can then be generalized to other

situations where similar patterns are identifieds. !

The authors also draw attention to the value of generalizable concepts developed in the
course of a study which make an important contribution to the refinement and extension
of current knowledge, and also to the ‘new knowledge’ which is acquired through the
provision of explanations to those in the situations wunder study (the latter

observation is one which is consistent with Stenhouse’s view that case study research
should be of benefit and interest to those people who are studied and that it should be

directed to improving the capacity of such individuals to do their job).

In undertaking an examination of several «cases, the present study increases the
potential for generalizing beyond the particular case, as well as creating
opportunities to establish ‘the range of qenerality’ of findings and explanations and

to identify the conditions under which such findings will occur.
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Sound inference being the goal of all research, an inquiry conducted within the

traditions of qualitative case study has no lesser concern for internal validity than
one which emanates from a more ‘experimental’ design; indeed in the former instance
such a concern is likely to be subject to qreater critical scrutiny than wmay be the
case in respect of the latter where validity is accounted for at the outset. Case
study research affords the opportunity to present a detailed account of the processes
and procedures employed, in order to establish authenticity of inference; at the same
time, however, detailed and full description of the «case (or cases) will allow

development of alternative reader interpretations.  In  investigating the perspectives
of those on whom the inquiry focuses, claims to validity derive from a researcher’s
representation  of  participants’  construction of  reality. From a  qualitative

standpoint, reality is viewed as -

'holistic, wmulti-dimensional and ever-changing; it is nmot a single, fixed,

objective phenomenon waiting to be discovered, observed and neasured'.16

when reality is viewed in these terms, the style of research presently adopted and

described facilitates a claim for strong internal validity.

In addition, a number of procedural strategies were used to enhance the validity of

findings; these included:

1 Triangulation (both multiple data sources and multiple methods).

2 Checking interpretations with participants involved.
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3 Gathering data on-site over a period of time.

4  Peer-referral.

5  Involving participants in the various phases of research.

6  Acknowledging one’s own biases, assumptions and theoretical predispositions.

Such nmeasures safequard the likelihood of sound conclusions grounded in verified

evidence and help counteract the possibility of omission of significant data.  Murphy

comments:
'Because fieldwork is designed to explore issues in depth, it naturally has to be
selective and the number of sites visited is wusually quite small. Within these
sites only a small number of events are observed, only a few people are
interviewed and only some documents are read'.17

Ball is, perhaps, unduly categorical:

'For everything that is noticed a multitude of things gqo unseen; for everything

that is written down a multitude of things are forqotten'ls,'

however, such claies as are made with regard to insightful portrayal of a case are

informed by awareness of issues of this kind.
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Staff interviews

Tape-recorded  ‘Exploratory’ interviews were held with senior staff of the colleges
during the months of October-December 1989. The individuals concerned had designated
responsibility at Principal, Vice-Principal and Senior Teacher 1level (the latter being

variously referred to as ‘Professional’ or ’Senior’ Tutors).

Each college was approached by letter (outlining the parameters of the study, the
researcher’s  background, the envisaged time-scale and proposed methods of data
collection) which requested an interview that would in part allow for reinforcement of
the initial approach, but which essentially would have a heuristic purpose - namely the
development and collection of ideas that might inforn an understanding of the
perspectives of particular gqroups of potential respondents within the institution. In
this way it was hoped that not only would the thematic areas of the research begin to
assume a more definite focus in both dimensional and directional terms, but that
attitudinal and perceptual expressions so derived might facilitate construction of
questions and scale items for use in the proposed Attitude Questionmaire. In common
with investigations which have developed instruments for measuring attitudes on similar
pethodological 1lines (cf Barker Lunn19 and Snithzo), it was anticipated that constructs
elicited from (as opposed to imposed on) respondents would enhance validity (the
concept of which is discussed in greater detail elsewhere).  Such expressions were
considered in the context of both statements of philosophy located in policy
documentation and observations made on site within various sub-units of the

institution.

109



In the case of Settledon College and Medley College, interviews in the first instance
were with the senior staff member to whom the Principal had delegated the task: the
Vice-Principal and Professional Tutor respectively (the Principals in both colleges
being interviewed subsequently). In the «case of Newfields College, the Principal

undertook  persomal  responsibility = for  the  ‘briefing’,  subsequently  delegating

responsibility as ‘key informant’ to the Vice-Principal. Measor’s21 point  regarding
tcritical awareness’ during interviews in terms of interpretation and data congruent to
the themes of the study was acknowledged by virtue of limiting sessions to a maximum

duration of one and a half hours.

The interviews were conducted in the offices of the staff concerned and quarantees of

confidentiality were offered to all respondents.

As Oppenheim indicates, the outcome of exploratory interviews shapes the investigator’s
emerging  conceptualization,  instrumentation and  subsequent analysiszz; it was felt,
therefore, that not only was it necessary to penetrate any defensive ‘front’ that the
individual may attempt to maintain, but that the format should be such as to encourage
spontaneity and at least a partial confiding in the researcher. Woods identifies this
stage of ‘access’ as a third and optimm level beyond those of an ‘initial performance’
for public scrutiny and abandomment of rhetoric and ideology in favour of a more

naturalistic position23. He qoes on to draw attention to the problem of progressing
beyond the first stage of access when interviewing senior management (and Principals
in particular), since the further an individual moves up a hierarchical structure, the
more role-bound he or she becomes. The status of the data is then, clearly,

subsequently open to question.
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¥hilst Woods’s gemeral point concerning a reduction in formality by avoiding use of an
interview schedule and working for ‘some kind of rapport'24 seems eminently sensible,
the strateqy of not recording or taking notes (as Woods suggests) was not adopted.
whilst the writer’s facility for recall was to develop during the course of the

investigation, his ability to retain the significant ‘facts’, let alone wmore subtle

nuances of discourse, was adjudged far from certain at the outset.

Retrospectively, the decision did not appear unwise. In only one instance was there a
clear indication of respondent behaviour being unduly affected by the procedure, and
then perhaps as a result of researcher error in addressing an evaluative area in the
first instance rather than a descriptive one, which would have facilitated a Dbetter

rapport (cf the comments on the initial orientation of interviews by Whyte25 and Davies

et %),

Further evidence of the absence of procedural effect, and perhaps the achieved level of
access in exploratory interviews with senior staff may be derived from the ‘openness’
which was apparent - an example from each institution may suffice to demonstrate the

point:

In response to a question concerning the perceived value of General Studies in

practice, one Principal volunteered -
Do you want an official answer, or are you interested in the reality?’.

The principal of a college in the same area, in discussing the role of the

Personal tutor was -
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L anxious to avoid the cliches’;

and a third had by implication striven to present nmatters as they stood by

'instructing’ his Deputy -

'to qive full and free access to whatever information can be offered .....

othervise there is no point to the visit’.

whilst Principals were interviewed on only one occasion (though conversation regarding
the progress of the research took place in other areas of College), Vice-Principals
and Semior Teachers were not infrequently seen subsequently (generally in their role as
'key informants’ - discussed below), often as a result of invitations to address any
issue that may not have been covered in initial interviews. This freedom of access
proved to be of great value in enhancing the quality of data; however, it was

originally anticipated that sinqle interviews supplemented by casual discussion in the
staffroom, over lunch, etc, would yield data of sufficient worth (especially since both
data and method ‘triangulation’ were to be employed). As was later apparent, it proved
possible to comcur with Rudduck’s report of the Library Access and Sixth Form Study

Project regarding the -

Lvias collective  richness of the data ..... elicited  through  one-off

. . 27
interviews’.
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‘l‘ripp28 cautions against reliance on single interviews which, he argues, are best
suited for those whose views are well-established and rehearsed.  Subsequent informal
conversation revealed that the senior staff who participated in the exploratory

interviews had stable views that had been, in large measure, articulated unequivocally.

In accordance with the qualitative perspectives adopted in the study, the exploratory
interviews established an informal framework of enquiry deemed appropriate both to the
status of respondents in various gqroups and at various stages of the investigation.
Thus whilst Oppenheim’s ideal free-style interview - ‘a  continuous  monologue’

accompanied by ‘supportive acknowledgenents'29 from the researcher may not have been
fully realised, the role of the latter was wminimised to avoid possible reactivity

(vhere responses generated were simply a function of the questions asked rather than
representing salient features of attitudes freely acknowledged). The pace of the

interview was, by intent, therefore, dictated by the respondent with whom the researcher
interacted by means of non-directive prompts, reiteration and summary and encouragement
of periods of reflection. An inevitable consequence of this ‘umstructured’ approach -
namely that of the subject digressing from the thematic areas under consideration was
anticipated (and frequently evident).  However, since the primary objective was to

access thoughts and feelings of particular significance to the individual concerned,

some loss of ‘control’ was judged to be not only acceptable but potentially rewarding.

Within the thematic agenda of set objectives and their perceived realisation in
College, omissions by the respondent relating to the researcher’s awareness of key
issues in 16 - 19 provision were noted, partiality of information recorded and

investigated via other respondents, documentary sources and observed events.
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Similarly, self-selected aspects of the theme and particular key questions addressed by
the subject were cross-validated to determine idiosyncratic viewpoints and  common
perspectives.  Advocates of the qualitative paradign hold that the quality of data is
consequent upon the quality of relationship built with the respondent - a notion that
is aliem to positivist researcher ‘neutrality’ and ‘distancing’.  Patton has an
important point to make here regarding the distinction between ‘rapport’ and

meutrality’:

'Rapport is a stance vis-a-vis the person being interviewed;  neutrality is a

stance vis-a-vis what that person says'.30

The ’low profile’ of the researcher outlined above notwithstanding, it was deemed
important to compensate for time constraints in establishing rapport and an appropriate
level of ‘access’.  Strategies that were adopted to help facilitate this included
preliminary social  conversation, exploration of shared educational interests and
experience and additional persomal biography of the respondent (the latter having, as
Edwards and Furlong31 point out, some prominence in the ethnographic literature of the
early 1980s in relation to its importance in understanding subjects’ comstruction of

reality).

This reciprocal flow of information gave rise on several occasions to the development
of a dialogue - usually post-intervies - concerning the emergent emphasis of the study
and the researcher’s initial perceptions (cf Saran’s experience of interviewing ‘policy
makers'32, who, as ‘interested respondents’, questioned the researcher).  Additionally,
as intimated earlier, subjects were encouraged to offer descriptions of structure and
process within the college before being ‘asked’ for declarations of intent and
assessment of outcome.
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Senior staff as ‘key informants’

A majority of the fifteen senior wmanagement staff interviewed fulfilled the role of
'key informant’; this is not to suggest that other staff did not act in this capacity
(a young geography teacher with a temporary allowance who was actively involved in
promoting the restructuring of the role of the Personal Tutor, and a sociology teacher
who proved an articulate critic of current General Studies provision, may be cited as
examples of wmore junior staff who performed similarly); however, the emergence of wmany
of the former as such is consistent with Dean and Whyte’s observation that those

informants who are able to give -

'a generally accurate and perceptive account of relevant events are often to be
found in key roles in the institution’s communication structure in a leadership

capacity’33 .

The significance of their role in the present study is readily testified to in Wood’s

terns of giving -
‘perspective to the ..... rethodological front from the very beginning ..... A

, . 36 . .
Curiously, as Burgess points out™, a number of major case studies that have drawn wupon
an ethnographic perspective have failed to document the role played by key informants.
Burgess himself gives redress to the situation and is expansive in his account of their

role in his study of a co-educational comprehensive school.
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In summarising their function in the present investigation it is possible to confirm
their importance in facilitating -

'a qrasp of the various rhetorics presented to the researcher >’

in their being -

'able to some extent to adopt the stance of the investigator'38

and in focusing data collection and orientation of aspects of data anmalysis by virtue
of introductions to a wide variety of staff; facilitating access to particular areas
of College; giving leads to follow, suggestions as to potentially useful documents to
read, notification of meetings to attend, and reports of events both historical and
contemporary. In  addition they provided information relating to  institutional
structures and routines, answered numerous queries and in some instances, posed
challenging questions regarding the topic of research, its focus and methodology.
Informants who were able (or inclined) to do the latter, were not frequently staff who
had themselves conducted research, or who had been closely associated with someone else

who had done so.

In endeavouring to reduce bias, a record of informants was nmaintained; this allowed
sonitoring of gender, age, experience and subject backqround and enabled account to be
taken of the relationship between these variables and the different perspectives
offered.  However, whilst the researcher was generally at liberty to select his
informants in accordance with the principles of ‘theoretical sampling’  (discussed

elsewhere), a number of constraints were observed.
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These related firstly, to the limited numbers of female staff who held senior

management or key post responsibility (1 in 7 on the senior management team at

Settledon College, 1 in 9 at Newfields College, and nome on the Heads of Faculty Tean
of 5 at Medley College); secondly, to emerqing friendship patterns with particular
staff to whom onme felt able to vrefer; and thirdly to individuals who attached

themselves to the researcher on the basis of some personal need which they perceived
the latter could gratify (eg. in the case of one tutor who had responsibility for Staff
Development, the offer of information appeared to stem from the need of an audience for
criticism of the LEA policies which added to the complexity of role performance). In
addition, wide variation in the wusefulness and capability of informants had a partial
influence upon reliance on the recommendation of these ’‘vetted’ individuals who had
earlier proved their worth. Hence a degree of ‘direction’ and ‘manipulation’ of the

researcher was in evidence in talking to those staff who had been selected in this way.

Burgess categorises the role of key informant in terms of ‘quide’, ‘assistant’,
'interpreter’ and ‘provider of historical narrative’. Bach of these functions was
exploited in the present study, with some staff performing a combination of roles.
Critical appraisal of the value of the data acquired in each of these contexts was
deemed necessary. Thus, account was taken of the peer network to which individuals
belonged, the areas of college experience to which they had reqular access and those
aspects of it which they nmight wish to actively promote or refrain from promoting;
policy documentation and minutes of meetings supplied by the researcher were
supplemented by copies of materials acquired from other sources (eg. self-selected from
interin reports, wmanagement plans, resumes on staff notice boards and the like) as well
as being cross-validated through method  triangulation  (interviews and participant

observation);

117



Interpretations, where provided, of the actions and ideas of others were similarly
evaluated (as was the interpretation of all informants in the sense of the information

selectively conveyed to the researcher).

The historical perspective which some key informants were able to provide assuned a
particular relevance given the theoretical orientation of the study (ie a symbolic
interactionist  perspective). The  contextualisation of data within an  historical
framework informed the focus on the observed present; thus particular features of

institutional life were viewed at least in part -

’'in the context of their wider outcomes and deterlinants’39.

In the case of Newfields College in particular, ‘the long-tern sedimentation of

institutional life"0 with respect to parental expectation (and enjoyment) of high ‘A’
level pass rates qave rise to uncertainty among staff of the effect of far-reaching
proposals for change in the structure and process of pastoral care and the entitlement
curriculun.  Clearly information of this kind, beyond the temporal present, was not to
be derived from observation of day-to-day patterns of interaction (it was, however,
cross-checked with regard to the accuracy of the claim in such documentary sources as
the College Prospectus and examination pass lists, and with reqard to the effect of
restructuring via discussion with other staff). The issue is part of the micro-macro
modes of analysis integration debate which is well rehearsed in the literature (cf
Hargreaves“) and need not be discussed further here (although reference to it is made

elsewhere in the study).
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The early interviews outlined above were thus part of a preliminary exploration leading
to the identification of key informants and an assessment of the services which they

could provide.

Interviews with other staff

There is a sense in which the interviews with other nembers of staff continued to be
‘exploratory’, in that the researcher continued to wmonitor coverage of the topics on

his ’hidden agenda’ and to note emergent ideas to pursue elsewhere.

There is much that was comson too in the interview strategies that were employed and
indeed in the outcomes. However, in a number of respects procedures differed, and

these are outlined below.

To some degree the term ‘interview’ would not perhaps be semantically appropriate

throughout. In various social contexts (during lunch and staff breaks, at the close for
daily sessions and in the course of shared travel) ‘discussion’ or ‘conversation’ would
be a more appropriate description of the data-gathering activity (cf however, the paper
by Burgess on the unstructured interview as conversation”). Venues for ‘timetabled’
interviews also varied: these ranged from staffrooms and general work areas shared by
others, to offices in the individual’s faculty block or those belonging to senior

staff which were vacant at the time. Additiomally, whilst as indicated above, key

informants were approached on wmore than one occasion, recall of other staff proved wore
difficult and the researcher tended to pursue further nmatters on a more opportunistic

and conversational basis throughout the course of the college day.
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This relatively restricted access was also reflected in the fact that interviews with
such staff were typically limited to fifty minutes or am hour - the time representing

periods when individuals were free from teaching commitments.

In these respects the structural arrangements for interviews differed from the

preceding ones; but there was also a semse in which the structure of the interaction
with the respondent was markedly differentiated in some instances.  Given that the
subject was aware of the length of time that the researcher had been in College

(announcement of his arrival having been made in staff bulletins) and often aware too
of the areas to which he had had access and those individuals in whose company he had
been observed, two particular reactions were noted (for which compensating strategies

had to be devised).

The first of these related to the assumption of shared common knowledge between
respondent and researcher and manifested in such phrases as ‘..... as you (ie the
researcher) must have discovered’ and ‘well, I needn’t say any more to you, need I?’.
The second concerned potentially adverse reactions at the outset, eg ‘can we keep it
short?’; ‘I suppose you’ve come to see me because X thinks I’m, anti-change’ (X being
a key vrespondent, senior management, with whom the researcher has no doubt been
rassociated’).  Both situations resulted in the taking of a more active interviewing

role than had previously been the case.

Both situations, too, ¢ave rise to the possibility of gaps in the available data and
had to be taken into account accordingly (ie in terms of interviewer intervention). In
these interviews, a selection of questions was employed to stimulate response: wuse was
pade of the following types of question identified by Strauss, Schatzman, Bucher and
Sabshin“:
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"Hypothetical’ attitudinal or behavioural projection to a given

situation.

'Devil’s Advocate’ requiring consideration of an opposing view.

'Ideal Position’ description of an ideal situation.
'Interpretive’ - seeking reaction to tentative interpretation by the

researcher.

over forty staff below the level of senior management (ie Principal, Vice-Principal,
Senior Tutor) were interviewed - a ratio of about 3:1, and about half as wmany again
took part in informal discussion and conversation (the numbers quoted are deliberately
approximated as in Rudduck’s report of the LASS Project“, in order to avoid an
impression of a priori selection of «cases per category). In interviewing a
significantly larger proportion of staff with a lower status in the College hierarchy

it was hoped that what Seiber has referred to as ‘elite bias'45

might be avoided. This
not uncommon source of error in qualitative investigation is occasioned principally by
the researcher’s early association with and dependence on the ‘gatekeepers’ of the
institution, both with respect to the desired continuance of cordial relations and with
reqard to their frequently appearing wmore articulate and ‘better’ informed. Thus not
only was it envisaged that wmore time should be spent collecting data from the

lover-statused, but also that corresponding weight should be given to the evaluation of

their views.
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During the course of the study the following typology was developed to represent

analytic categories of all staff informants:

'THE DIRECTOR’

'THE CARETAKER'

'THE ACOLYTE’

'THE MISSIONARY’

'THE MALCONTENT'

Those with key responsibilities in the area of concern who sought to
promote, develop and evaluate (often in the context of a critical stance

taken by others).

Those similarly charged with responsibility, but who were content with the
status quo and who adopted a ‘lower profile’ than THE DIRECTOR in

maintaining the same.

Staff below senior or departmental management level whose support for THE
DIRECTOR appeared to derive from the opportunity for personal or

professional satisfaction or advantage.
Staff whose active support for THE DIRECTOR consisted in large measure of
campaigning for support amongst others without apparent reference to

personal gain.

Those whose professional dissatisfaction often precluded objective

evaluation.
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'THE CRITIC’ Those who voiced dissent with regard to institutionalised norms, but whose
critical commentary was more articulate and informed than that of THE

MALCONTENT.

'THE VETERAN’ Those staff whose career position and outlook distanced them from the taking

up of ideological positions.

By using the typology to generate sub-samples it was possible to check the extent to

which perspectives were representative.

Of the seventy-plus staff to whom the researcher spoke - either on a pre-arranged or a
casual basis - approximately half were approached subsequently (although  several

assumed the initiative in this respect themselves).

whilst as indicated, a significant number of these may not have participated in an
finterview’ in the generally accepted semse of the term, the more systematic pursuit of
particular topics through open-ended questions was not dissimilar to the ‘quided’ or

rfocused’ interview approach discussed by Hoser46.
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Student interviews

Two principal factors distinquished the conditions wunder which staff and students
respectively were interviewed:  firstly, prior arrangements with subjects in the latter
case were not made - 1ie an ‘Opportunity’ sample was taken (the exception being at
Newfields College where a Group Tutor’s absemce resulted in an invitation to the
researcher to approach the group - some thirteen pupils - as a whole); secondly, all
students concerned participated in small gqroup interviews (commonly involving three to

four individuals, but see below). Both factors merit further discussion.

Students were approached in friendship gqroups in a variety of areas in College: these
included refectories or dining halls (at coffee or lunch breaks), smoking areas,
tutorial bases, concourses (public  thoroughfares with seating facilities), student
lounges or common rooms and teaching areas (before or after lessons). The policy of
sampling across a variety of locations derived from the recognition of the possibility
that qroups of students with different outlooks might frequent different areas of
College (substantiated in part by comments from students relating to both social

interaction and study considerations).

The writer introduced himself to the group and briefly outlined the purpose of his
visit. Students were told initially that the intention was to sample staff and student
views of ‘aspects of life in College’; this gave them the opportunity to address
salient features of their experience and served to promote rapport in giving them a

platforn for their views.
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Statements relating to the specific areas of the study were assessed differentially
according to whether they were ‘volunteered’ or ‘directed’ (ie whilst students
frequently passed umsolicited comments on General Studies provision and arrangements
for pastoral care, on other occasions the researcher either introduced the topics

through open-ended questions or pursued aspects of them).

Although as indicated above students were approached in qroups of three or four,
initial numbers were subject to ’incremental growth’; on several occasions those
individuals that the researcher had identified were joined by others, usually at the
invitation of one or more members who had noted their approach; on occasion by virtue
of the researcher suggesting that interested bystanders participate wmore actively. In

some instances this resulted in a doubling of the initial number in the group.

As a result of the flexibility of access to student respondents, interview times varied
considerably;  in cases (relatively few) where subjects had impending commitments
elsewhere, ten to fifteen minutes was spent in the task; at other times (eg during the

lunch break) up to three quarters of an hour’s discussion took place.

In as much as consideration was given to the capabilities of staff as informants, so
account was taken of Ball’s point regarding the inability of some students to act as
‘good respondents’“, and in consequence, the possibility of distorted accounts being

generated.
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Therefore, whilst acknowledgement was made of the problem of -

'undue prominence being given to the statements of the very articulate or

vociferous’ 18 .

and the subjective evaluation of the accurate reflection or inhibition of individual
perspectives, it was decided that small group interviews would prove wmost effective.

>0 and Wraqq‘r)l) draw

Several sources in the literature (cf the work of wOods49, Ball
attention to the benefits of peer interaction through such processes as prompting,
elaborating, correcting,  controlling, checking and  supporting. Whilst a  consensus
which is established in this way is still subject to validation from other sources, it
does, nonetheless, facilitate recall and analysis and ‘cue’ the researcher into the
range of student experience (cf Woodssz). Additionally, of course, a secondary

consideration was the logistical ome of sampling a greater number of students than

would have been the case (given the time available) through single student interviews.

The existence and encouragement of friendship qroup wunity, it was felt, would allow the
researcher to address probless of rapport that were intrinsically different to those
encountered with staff. In wmoving what Woods refers to as ‘the power balance in the
discussion situation’53 in students’ direction, it was considered that a more

spontaneous response would result, thus generating the wmain attitude dimemsions along
which individual perspectives lay, and helping to facilitate the sampling of a domain
of items which could be represented in the Attitude Questionnaire (cf McKenmnell’s
comments on the lack of agreed, rigorous procedures for drawing such a sample, but his

preference for the method elployed54).
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whilst the number of subjects interviewed represented from only approximately 5 to 10%
of the student population in the institutions concerned, this was consistent with the
strateqy of sequential criterion-based sampling which took account of approaches (a
record was maintained) to students who were at different stages in their course, who
had differing subject backgrounds and who came from different 11 - 16 feeder schools;
and which was terminated by the researcher at a point where repetition of students’
views was sufficiently marked to suggest that such perspectives might be more widely
represented and worthy of further investigation as described above (or alternatively,

that perspectives not so far offered may be infrequent).

In investigating student perspectives through the process of small group interviews,
consideration was gqiven to lang’s discussion of the theoretical problems associated
with determining the ‘nature of reality’ss. If it is accepted that students’ responses
might be dependent on contextual variables, then reality is wmulti-faceted and
investigation of attitudes wmay reveal different patterns of perception.  Such an
arqueent would reject the ‘subculture’ view exemplified, for example, in the work of
Hargreaves56 and Willi557 where pupil perspectives are represented as being based on a
single view of reality, but would be in accordance with Furlong’s notion of
'interaction sets’58, defined by shared perceptions, serving as the various
'penbership’ qroups to which an individual might be affiliated and both giving rise to
and reflecting different perspectives on different occasions. In the present study the
researcher’s inclination has been to recognise the potentiality of the latter position;
thus the Attitude OQuestionmaire was given to and completed by students in their tutor
groups  (evidence from the Pilot Questionnaire suggested that conferring had not
infrequently preceded response to open-ended items) which the interviews had shown did

not have a formative influence on friendship grouping;
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additionally, participant observation in  students’ Gemeral Studies options  groups

extended contextual sampling.

Post-interview reflections recorded by the researcher in the case of both staff and
student interviews incorporated inmsights that had been derived and notes on verbal and
non-verbal  behaviour.  In addition to allowing monitoring of the data collection

process and initial analysis of information, the field notes provided a check on the

researcher’s reactions, input and theoretical predispositions.

Convergence of the researcher’s understanding of subjects’ perspectives and the
information actually revealed in interview was sought throughout by retrospective
checking with the individuals concerned. However, it is emphasised that the interview
strateqies described above elicit statements that represent what Dean and Whyte

identify as being -

'nerely the perception of the informant, filtered and modified by his cognitive

and emotional reactions and reported through his personal verbal usages ..... »
and which give us -
‘merely the informant’s picture of the world as he sees it ..... only as he is

willing to pass it on ..... in this particular interview situation'.60
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Development of atti tionnaire

The survey instrument developed during the study for measuring the attitudes of college
staff and students to the areas described (see Appendix 1I), comprised a Likert-type
scale consisting of fifty items (twenty five in each attitude domain) and six

sentence-completion items (three in each domain).  Napior describes the functional

characteristics of such a scale as follows:

'Por each item in the battery (of items) subjects are confronted with a dimension

of appraisal and an ordered set of response alternatives .....
In the present study the response alternmatives for each item were:
STRONGLY AGREE/AGREE/TEND TO AGREE/TEND TO DISAGREE/DISAGREE/STRONGLY DISAGREE

In structuring the attitude rating continuum in this way, account was taken of
Youngman’s view of the analytic difficulties relating to wuse of the ’intermediate’
response categoryﬁz; the essential problem here is that of clearly differentiating
failure to understand the item from the subject’s response to the tenor of the
statement. Thus whilst in VYoungman’s terms each statement in the questionmaire allowed
for potentially varied levels of agreement, by omitting ‘undecided’ as an alternative,
responses  were  dichotomized  into  broadly  positively or  negatively  orientated
categories. This gave rise to six positions on the attitude continum (rather than the
more usual five) and had the added advantage of providing more precise information

about the respondent’s degree of agreement or disagreement.
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The twenty five items in each attitude domain were distributed randomly within the
instrument in order to help counteract ’proximity error’ (Guildford provides a rationale
for the procedure in pointing out that adjacent items intercorrelate more strongly than
distant ones“). Items were also counterbalanced in positive and negative terms in
order to limit the effects of response bias or response ‘set’ (discussed in greater

detail elsewhere).

In common with attitudinal research by Barker-LunnM, Mcl(ennell65 and  Snith®® (among
others) the sampling of the ‘domain of items’ or ‘universe of content’ derives from
representative  opinion  statements generated through  preliminary unstructured  interviews
and qroup discussions. By eliciting constructs from subjects in this way rather than
'imposing’ them on a priori grounds, it was anticipated that the salient dimensions of
attitudes would emerge from the sample population in a manmer consistent with the

ethnographic aspects of the study, contributing not only to methodological coherence
but also to an increase in validity. The procedure for constructing a Likert Scale has

been described in some detail by Thonas® :
1  Collect a large pool of statements.
2 Por each statement the investigator first decides whether it indicates a

favourable or unfavourable attitude toward the object in question.  Ambiquous

statements or those indicating a neutral attitude are discarded.
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The statements are then administered to a large group of subjects representative
of those whose attitudes are to be measured (see Pilot Study). They are asked to
respond to each statement (in terms of placing themselves on the attitude

continuum described above).

A preliminary estimate of each respondent’s attitude can then be obtained.

Responses to each statement are scored (in the present study by assigning simple
weights in the numerical range 1 - 6 to the scale positions and orientating these
so that a high score on the scale denoted a favourable attitude toward the area in
question, ie strong agreement with a favourable statement was scored 6, strong
disagreement, a score of 1 - 0 being reserved in the coding frame for failure to
respond or some form of othervise inadmissible response; scoring was reversed for

unfavourable statements).

A preliminary attitude score is obtained by summing across all the subject’s item

scores; the higher the score the more favourable the attitude.

At this stage it is the statements that are under consideration, and to be

retained a given statement must meet the ‘criterion of intermal comsistency’.
This implies that the more favourable a person’s attitude the wmore likely he (or
she) should be to endorse favourable statements and the less likely to endorse

unfavourable statements.
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8 In Likert scaling the relationship between attitude score and probability of item
endorsement is assumed to be linear in character. Statements on a Likert scale

will not be cumulative.

9 A correlation between attitude score and statement endorsement constitutes the
criterion for inclusion of an item in the scale. Therefore a given statement
meets the criterion of internal consistency if the item score correlates
significantly with the attitude score. The preliminary attitude score is used and

correlated with the item score.

10 The twenty or so items with the highest correlations, or the most discrininating

items, constitute the Likert scale.

11 The scale can now be administered to the sample of subjects whose attitudes are to
be measured in the wanner described earlier with reference to the preliminary

attitude score.

Thomas’s account of the construction of a Likert scale, especially with regard to
scoring procedure, is underpinned by the implicit assumption that such a scale is
'ynidimensional’ in character (see the writer’s earlier discussion of methodological
considerations relating to the construction of attitude scales). As Napior points out,

however -
feiis the computational algorithm recommended by Likert for item selection and
derivation of scores for respondents requires investigators to make assumptions

about the dimemsional ..... properties of their data that frequently camnot be
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The present study seeks, therefore, to identify the true dimensiomality of the data by
defining the dimensions which actually underlie the set of attitude items and
determining which items are most appropriate to their measurement. By undertaking
multidimensional analysis in this way it is possible to gemerate (with a reasonable
degree of certainty) homogeneous sub-sets which account for object proximities or item
correlations (since the level of intercorrelation of items within a sub-set will be
high and that between sub-sets will be low), and thus help establish, construct and

content validity of the instrument.

In addressing the limitations of the Likert procedure as a single common factor model
for attitude wmeasurement, it was anticipated that the instrument would obviate concern

for the omission of ~

’distinct attitudes of importance to substantial numbers of informants .....

The analytic techniques wused to operationalise this theoretical perspective are

discussed below.

tidjmensio is o jonnaj f is o

The question of whether the attitude items in each set inter-correlated sufficiently
closely to suggest a single unidimensional scale, or whether they clustered to form
distinct sub-sets, thus giving rise to a wultidimensional scale, was investigated
through the wuse of factor analysis.  This statistical technique enables the
investigator to identify those variables that have high ‘loadings’ on the factor

(attitude dimension) he wishes to measure, and which therefore define it.
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Knowledge of object properties, ie item content, can then 1lead to correct
interpretation of the attitude dimension concerned. In the present study, loadings of
.45 and above were taken as the criterion for item allocation and evidence for scale

homogeneity (cf the comments by Younqlan70).

With respect to both the ‘A’ scale (General Studies) and the ‘B’ scale (Pastoral Care),
the procedure revealed the existence of one predominant factor. 1In the case of the
latter scale all twenty five attitude items loaded to a single factor. In the former
instance the factor focused on twenty of the twenty five items; a further two of the
'unadopted’ items loaded on a second minor factor which accounted for a very small
percentage of the total variance. It was decided after conjointly taking into account
'alpha-if-item-deleted’ values, to discard the five items which did not load to the
major factor and to utilize the remaining twenty items as a single scale to which they

clearly belonged.

The scales generated by the factor analysis were wused to investigate the degree of
agreement between staff and students and between selected sub-groups of the same

within and across cases, as delineated in the research hypotheses.

Where comparison of the attitude scores of two respondent sub-groups was undertaken,
standard use was made of the t-test for significant difference. The inter-college
analyses,  however,  necessitated  differentiation  between  three  groups; conmon

statistical practice was therefore followed here in employing a one-way analysis of

variance.
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In cases where significant differences were found to exist it was then necessary to
trace their specific location. This was achieved by wmeans of performing the Scheffe

multiple comparisons test.

As Selkirk points out, Scheffe’s method is the simplest for the purposes of making
nultiple comparisons7l; it also has the additional properties of being very
conservative with respect to a Type I error rate (ie the acceptance of differences
where none really exist) - and s, therefore, particularly appropriate given the
relatively small size of some of the respondent sub-groups - and may be wused where
unequal mumbers are involved. In effect, a calculation of tt s performed on each pair
of groups (in the present instance for Settledon College and Medley College, for Medley

College and Newfields College, and for Settledon College and Newfields College).

whilst factor analysis contributes to exploration of the validity of the attitude

scales, it does not determine their reliability, Por practical purposes it is often
judicious to employ an intermal consistency procedure such as the ’split-half’ method,
which allows for the total score of subjects on half the items to be correlated with
score totals on the other half. However, the resulting reliability coefficient may
vary somewhat in relation to how the items are allocated to the half-tests. Cronbach’s
Coefficient Alpha72, on the other hand, is the mean of all possible split-half

coefficients; being more stable and less prone to bias, it was, therefore, used in the

present study.
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The calculation of ‘alpha-if-item-deleted’ values further served as an aid to item
selection in addition to providing information about the effect of scale length on
reliability.

The use of alpha for scale construction purposes (as discussed by Mcl(ennell)73 requires
scrutiny of the contribution each item makes to the reliability of the item set as a
whole.  The ‘alpha-if-item-deleted’ values reveal to the investigator the effect on
reliability of discarding particular items, by giving hin the alpha value for the

remaining items after selective withdrawal has occurred. The final composition of the

scale can thus be determined, by other than wholly intuitive leans74

The use of sen etion i

The utility of incorporating ‘indirect’ approaches in questionmaire methodology has
been well established. In general terms, !lounqlan75 indicates that ‘open’ questions
used as an ‘adjunct’ to the main theme of a questionnaire can provide respondents with
a ‘safety valve’ and offer the researcher further information. Oppenhei|76 is more
subject-specific in suggesting that indirect methods can provide deeper insights in
measuring attitudes than the use of attitude scales alone, and that as a result it wmay

be profitable to use both approaches in the same investigation.
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The particular technique employed in the present study is the use of
sentence-completion items, which as the name suggests involves the conmstruction of a
series of short sentence stems allowing scope to the respondent in their completion.
Bene’ | points to the value of the device as a means of combining the advantages of
projective  techniques which allow freedow of expression and the more objective
perspective derived from the use of questionnaires, and indicates its potential for
facilitating both the conscious expression of attitudes and the intimation of

respondents’ covert feelings.

Latitude in respect of possible length of respomse was given in terms of encouraging
subjects to ‘use as few or as many words’ as desired (although some degree of
constraint was apparent in space limitation arising from layout of the questionnaire).
whilst all six sentence-completion items utilised contextual influence to quide
response  (comsistent with a systematic approach to the consideration of emergent
concepts and hypotheses), both ‘directive’ (or ‘predetermined’) and more ‘open’ types
of item were used. In offering two items in each attitude domain with a positive and
negative orientation respectively and a third inviting free weighting by the
respondent, it was anticipated that advantage could be taken of both more narrow
focusing and gqreater spontameity of response, thus addressing concern for ‘a judicious

nixture’ of items for optimum effect78.
Despite the advantages of the sentence-completion technique, the researcher is

confronted by difficult decisions relating to the interpretation, classification and

coding of responses.
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A common method of classifying and coding responses to open-ended questionnaire itens,
and that used in the present study, is to note all responses to an item from a

representative sub-sample of respondents (say fifty) and to derive a number of

classificatory categories to which responses are then allocated. This inevitably leads
to partial loss of detail and information but considerations of statistical viability
(vith respect to the number of cases per category) necessitates compromise.  Similar
acknowledgment is made of the attendant problems regarding objective interpretation of
responses on the one hand and comsiderations of weaning and significance on the other
(the dilemma is well illustrated by a student’s comment from the pilot study relating
to the value of Tutor Periods which read: ‘I can’t think of anything else I’d rather

do!’).

Although unmable to offer a comprehensive solution to such problems, the writer can
perhaps indicate his awaremess of the issues and record the consideration which was

given to them.

Analysis of open-ended jtems

The responses to the open-ended items were examined in terms of their frequency

distribution, percentage and cumulative percentage. The response codes were listed in
rank order. The vresponse patterning investigated by these means was observed in each
of the sample group contexts referred to in the research hypotheses;  differences

between groups both within and across cases were also explored.
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Piloting of the attitude questionmaire

The Attitude Questionnaire was piloted at a Sixth Form College in the North of England.
Twenty five staff and seventy five students were selected by the writer’s ‘contact’
(a Vice-Principal) as a ‘purposive’ sample - ie balanced in terms of gender, level of
responsibility/experience and subject specialism in the former case and according to

type/level of course taken, subject combination, year group and gender in the latter.

Of the one hundred questionnaires posted to the College and distributed as above,
ninety four were completed and returned (twenty one staff responses and seventy three
student responses). The high response rate reflects the value to the researcher in
having indirect contact with an ‘agent’ and may perhaps also be accounted for in the
present study by the latter individual’s notification to the writer that some student

tutor qroups were reported to have - ‘completed the task with enthusiasa’.

The College was selected on the basis of the similarity of its provision in the areas
concerned (as evidenced by the information which had been sought from it amongst a
number of other colleges) to those institutions where the writer had carried out his

fieldwork.

Whilst it is acknowledged that it may not be possible to demonstrate complete
correspondence between the pilot population and the characteristics of those to whom the
questionnaire was finally administered, the strategy employed was dictated by the

following considerations:
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firstly, account was taken of the researcher’s position in a teaching environment and
the question of continuity in a college’s working rhythw. Given that the distribution
and completion of questionnaires and the collation of responses is a time-consuming
process, and given the additional investment of staff and student time in the

interviews and discussions conducted as part of the research, it was felt that

adwinistration of the instrument on successive occasions within the same institution
would be an unreasonable proposition.  Secondly, since in any particular institution
the ‘total population’ of staff especially, was relatively small (markedly so in

respect of specific roles assumed), their wuse as pilot respondents would have placed
untenable  restrictions on subsequent sampling procedure. Neither  factor,  however,
invalidates use of the alternative pilot sample which was deemed to be ‘comparable’ in

a mmber of generally self-evident, key respects.

An assessment was made by ome of the pilot staff respondents as to how wmuch time was
required for completion of the questionnaire: under conditions free from interruption
and qiving ‘instant’ rather than ‘considered’ responses, it was found that all sections
could be completed in approximately eleven and a half wminutes; however, in order to
allov for more leisurely perusal of items, the writer estimated that respondents nmight
require fifteen to twenty minutes and thus recommended that a ‘Tutorial Period’, where

available, be set aside for the completion of the questionnaire.
Consideration was also given at this stage to the quantification of the questionnaire

data, ie to the possible computational difficulties and the methods of statistical

analysis to be used.

140



whilst numerous aspects of questionnaire construction are subject to appraisal, in the
pilot stage, the actual wording of questions assumes, perhaps, paramount importance.
In the present study a number of changes to questionnaire items were effected as a
result both of respondents’ comments and observations and inference from non-response,

a narrow range of response, misunderstanding, ambiquity and similar indications of item

inadequacy.

The following amendments to the wording of items in the section vrelating to General

Studies (Section ‘A’) were made:

‘General Studies should be regarded as irrelevant at ‘A’ level’ (item 9) was seen
to be ambiquous in vrespect of whether it applied to the existence of the
eyamination or to the necessity for students studying at that level to take the

subject. The item was therefore re-written to read:

Tt is not appropriate to examine General Studies at ‘A’ level,’.

Iten 10 -

' College staff have, on the whole, shown interest in and enthusiasm for General
Studies’, gave rise to wuncertainty as to whether respondents had sufficient

‘evidence’ on which to base an opinion. Since the intention was to identify staff
support and enthusiasm, the question was reformulated in a wmore oblique way to

read:
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'College staff should regard the active promotion of General Studies as an

important part of their role’.
The phrase ‘non-academic’ in item 11 -

'General Studies would be best suited to providing a course framework for the
non-academic  student’ - oproved to lack sufficient definition to secure general
agreement as to the level of ability referred to. The phrase was, therefore,

replaced by the term ‘One-Year’, which identified those students who would reach

their academic ceiling at GCSE.

The referent of ‘provides a welcome break’ in item 18:

'The Gemeral Studies course provides a welcome break from students’ main

subjects’, was Jjudged ambiguous. The item was re-worded to reflect the writer’s

intentions more adequately:

'The General Studies course provides a welcome break for students (from their main

subjects).

Ttem 19 -

"t is often not possible for students to find a place on those courses in which
they have a particular interest at a particular time’, proved, in comeon with item

10, difficult for respondents to assess.

142



In revising the item, it was felt that a more evaluative frame of reference would tap

respondents’ perspectives more directly; rewording of the item therefore resulted in -

'The value of a (Gemeral Studies) course to students is not vreduced by the fact

that it may not be their first choice’.

Finally in this section, the use of an initial qualifying term in item 22 -

"Most staff appear unconvinced of the importance of General Studies’ -

led to a variety of respondent amendmwents; the form of the item was, therefore,

abandoned and its focus realigned, giving:

'Wide variations in course quality have limited the effectiveness of the General

Studies programme’.

The remaining nineteen rating items in the attitude domain stood as found in the

questionnaire (see Appendix I) as did the three sentence completion items.

Amendments to the wording of items in the section relating to The Pastoral Programme

(Section B) are detailed below.
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Respondents expressed uncertainty with regard to the extent to which Personal Tutors
were (or could, in fact, be) ‘fully aware’ of their students’ academic progress, as

specified in item (B) 1:

'The Personal Tutor is fully aware of his/her students’ academic progress’.

The phrase was, therefore, replaced and the scope of the item in respect of Tutor

oversight broadened viz -

'The Personal Tutor is well-informed with reqard to his/her students’ overall

progress’.

Use of the word ‘essential’ in item 7 -

‘Opportunities for student contact with staff before coming to College are

essential for a smooth beginning to the course’,

appeared to call for a degree of ‘commitment’ that staff in particular were unable to
give. Since the item sought to dichotomise opinion on the issue, it was felt that the

word ‘necessary’ might prove more appropriate.

Ambiquity was perceived in the terms of reference of ‘a ‘directed’ Tutorial Programme’

in item 9:

'h  'directed’ Tutorial programse does not prove helpful to students’ personal

development’.
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In re-writing the item, consideration was given to the need for a sharper focus

throughout, given by:

‘A ‘set’ Tutorial Programme does not prove helpful in meeting students’ personal

needs’.

Tutors indicated surprisingly widespread endorsement of their ‘basic function’ in itenm

21 -

'The basic function of the Persomal Tutor is to maintain a check on student

attendance’,
which qave grounds for supposition that their perception of the phrase was not
synonymous with the writer’s. Reformulation of the item took account of the need for

greater clarity; additionally, less emphasis was placed on the ‘mechanistic’ aspect of

the task viz -

‘The main task of the Personal Tutor is to encourage a vreqular pattern of student

attendance’.

Item 22:

'There should be increased opportunities for quidance and counselling within

College’,
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was an item that was re-worded on the basis of a specific statistical strateqy; in
eliciting a distribution of responses that was wmarkedly not significant, and in giving
rise to a low loading on a wajor factor which was characterised by ‘tutorial

interaction’, it was anticipated that specific association of the task with the role of
the Personal Tutor might give a wmore statistically homogeneous solution on both counts.

The revised version therefore read:

'There should be increased opportunities for gquidance and counselling by the

Personal Tutor’.

Difficulties of definition were encountered in item 23:

factive Tutorial Work sessions have led to the creation of activities that do not

meet students’ real needs’,

relating to the identification of tutorial work undertaken as part of a programse

during a reqularly timetabled period. (It will be noted that the item served as a

check on item 9, and that alternative wording was, therefore, required).

A more ‘inferential’ approach was, therefore, adopted in re-writing the item thus:

"futorial work is best dome in the context of subject teaching by those teachers

with their own particular students’.
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Finally in this section, item 24:

'The Personal Tutor has played a vital part in helping students to decide wupon and

achieve their educational goals’,
appeared to encourage staff to err on the side of caution. Substitution of the phrase
'an important part’ for a ‘vital part/, in the item concerned, was calculated to draw a

firmer response.

As previously, the remaining items (eighteen rating items and three sentence completion

items) stood as they appear in the final questionnaire.

'In situations where motives, attitudes, beliefs and values direct wmuch, if not
most of Mman activity, the wost sophisticated instrumentation we possess is still

the careful observer’ .79

Participant Observation has 1long been an important research technique in its own right,

from its anthropological origins to its wmore recent employment in ethnographic-style

educational case studies, such as the present investigation.
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By observing behaviour in its natural setting and sharing or simulating the experience
of its participants, the researcher hopes to achieve an appropriate understanding of
their perspectives. It is a process as Becker points out80, which is concerned with
the interpretation of substantive problems and is typically associated with the

generation of theory rather than the testing of a priori assumptions. Since it is a
research strategy which seeks an holistic understanding of the setting, it is often
combined with interviewing as a wmeans of validating informants’ replies (and more

rarely, with document analysis). In relating actors’ attitudes to observed behaviour,
however, the researcher must acknowledge the complexity of the association;  though
notable inconsistencies equip him with further ‘leads’ to follow in the area in

question.

Participant  Observation gives the  investigator ~an  eyewitness  perspective  in
interpreting data, allowing him to rely on his own expertise - advantages that are not
available to him in relying on second order accounts from interviews. Issues of
selectivity and inference wmust still be addressed, however, both in the process of
observing and in the recording of data. In attempting to overcome such problems the
researcher  offers a concrete account of activities and differentiates  personal

reactions and value judgments from observed events.

The essential interaction between researcher and researched and the relationships that
are formed over time also Dbuild in bias towards ‘over-rapport’ (adopting participant
perspectives entirely). It is therefore necessary for the observer to remain detached
to some degree through maintaining a reflexive attitude and keeping a careful record of

his developing feelings, reactions and interpretations.
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There is also the added difficulty that in becoming ‘involved’ in the setting the
researcher faces the threat of what has been termed 'nacro-blindness’al, ie where
consideration of external factors which may constrain present events is subordinated in
favour of  interpretations derived from participants’ own perspectives. whilst
confronted by such problems in a marginal position that is personally difficult to
saintain, the participant observer seeks to validate his accumulating awareness of

actors’ perceptions in a wide range of situations, in the context of what is not

infrequently, ‘a contradictory and emergent reality'sz.

Discussion of the Participant Observation strategies adopted in the present study is
likely to be of limited value if it is not located in the context of the debate

concerning both definition and functional interpretation.

The widespread definition of the term ranges from the concise:

Ties collecting data from observing phenomena of interest’83,
to the more expansive:
ven a process in which the observer’s presence in a social situation is

maintained for the purpose of scientific investigation. The observer is in a
face-to-face relationship with the observed and by participating with them in

their natural life setting, he gathers data'.84
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The lack of prescription and specificity inherent in these and other definitions, is
held by those who subscribe to the qualitative perspective to be consistent with the

85

researcher’s task of ‘seeing the operating situation as the actor sees it , and

hence, shaping his methodology according to the context in which he finds himself.

(;old86 has outlined four ‘master roles’ for data collection through Participant

Observation;  these are:  ‘the complete participant’, ‘the participant as observer’,
'the observer as participant’ and ‘the complete observer’. A nmumber of researchers
have endeavoured to locate themselves within this typology;  thus, for example,
Burqess87 saw her role as that of ‘observer as participant’, a position which was
‘appropriate’ for the ‘limited’ time available since sustained relationships with
subjects were not formed, but which as an overt role did not restrict communication
with them. Por other investigators there have been attendant problems: l(ing88 notes
that his research strategy brought him ‘close to’ the role of ‘complete observer’;
however, he coins the term ’non-participant observation’ as being appropriate to his
activities whilst acknowledging that this is wusually applied to covert observation. To
compound the problem, King goes on to record that teachers did, on occasion, put on
'special performances’ and, more frequently, offered explanatory ‘asides’ to him during

lessons.
Similarly, Halmnersley89 assumed the role of passive observer at the rear of classrooms,

only to discover that teachers temded to direct comments towards him and to engage in

conversation when pupils had settled to work.

150



Somewhat by way of contrast, Delamont90 consciously adopted a ‘non-participant role’
where class attention was focused on the teacher, and, where pupils were free to wmove

around the room, assumed a more active role in talking both to them and the teacher.

However, Delamont concludes that the role she adopted could not ‘usefully’ be referred
to as ‘participant’ observation since she did not participate in any ‘meaningful way’,
but rather ‘lurked’ and ‘watched’ wmuch as the student teachers in the school also did,

'often without any clear function’gl.

This latter difficulty for the participant observer is taken up by Wolcot who observes

that in school -

'the  widely-used technique of Participant Observation runs afoul of that

organisation’s own tradition. There are relatively few formal roles in schools
and the roles available are not necessarily attractive for accomplishing research
that wust be based on limited rather than total involvement ..... Perhaps in time

one can find additional avenues for enlarging one’s perspective'92

There is difficulty, too, in the investigator having to reconcile his role with the
dichotomy of ‘hard line’ and 'soft line’ positions. Ball’> notes that the former
stresses the need to share in subjects’ activities in ‘a direct and complete way’,

whilst the latter emphasises -

'the necessity of the researcher’s presence without specifying the need to do what

the researched do’94.
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In the present study the participant observer role assumed was as much a product of
circumstance as a process of conscious selection on the part of the researcher. Thus
whilst it was the writer’s intention at the outset to regard his primary role as that
of qathering information, the degree of participation in a group’s activities was
frequently not under his direct control. A representative selection of instances from
the numerous different situations experienced wmay serve to demonstrate the point in

question.

Following a General Studies seminar which had been characterized by the researcher

being offered an initial ‘explanation’ of the session, his observation of a task being
set for the group and his circulating among students to discuss the ways in which this
was being accomplished, the teacher concerned indicated that whilst she would normally
deliver the same session to another seminar group the next period (assisted by another
colleague), it was necessary for her to meet a quest speaker arriving shortly in

College; the researcher was therefore invited to present the topic to the group on the
basis of his involvement in the previous seminar and to co-ordinate discussion through

tean teaching with the designated member of staff.

In another General Studies lesson devoted to the multiple choice section of an ‘A’
level examination paper, the researcher adopted the role of passive observer at the
rear of the classroom at the beginning of the period (having taken the opportunity to
talk to the group about their reasons for opting for the course, prior to the arrival

of their teacher);
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he was thereafter engaged in conversation by the teacher, who as the member of staff
responsible for general education in College was keen to ‘justify’ the value of the
examination in question, and was subsequently invited to participate both in terms of
attempting the paper and discussing the answers (serving additionally as a point of

'reference’ where doubt about these was expressed).

General Studies courses (often those of a more practical or recreational nature) which
featured in college ‘options’, lent themselves more readily to the assumption of a role
which has been described in case study literature as that of ‘researcher participant’

where an individual -

rparticipates in a social situation but is personally only partially involved, so

that he can function as a rmearcher'%.

The mechanics of this role were consistent with the ’soft line’ participant observer
position described above in that the researcher generally did not undertake those

activities in which subjects were engaged, although he did ‘share’ their experience in
a vicarious way through discussion of them with the individuals concerned during the

lesson (the initiative in this respect often being assumed by the subjects themselves).

Observation of pastoral work was usually in the context of a weekly period of about one
hour’s duration (although such work is clearly not limited to ‘tutorial’ time and was
seen to operate in a variety of ‘teaching’ situations). The extent to which pastoral
activities were ’structured’ varied not only from college to college but also within

the institution itself.
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Bence one college used the development of Records of Achievement as a focus for
tutorial work (although some staff gave scant acknowledgement to the fact whilst others
pursued it religiously):  another favoured a ‘directed’ programme of thematic work
which was ‘monitored’ and ‘evaluated’, whilst the third offered a framework which staff
were either free to accept or reject in favour of self-selected activities (both

options attracting staff in accordance with a variety of factors).

Regardless of these variations in practice, however, the researcher’s role as
participant observer was more constant in the collection of pastoral data than was the
case in gathering information concerning Gemeral Studies,  There were fewer occasions
when staff offered information or explanations to the researcher (other than en route
to the ‘tutor room) and fewer instances of interaction between students and the
researcher; there were fewer occasions, too, when either wmaterials were offered or an
invitation extended to join in the activity in question. Thus whilst the role of
passive observer had not been deliberately sought, the researcher frequently found that
it was one to which he had been assigned. This is not to indicate, however, that the
researcher viewed himself as an entirely neutral fiqure having a non-reactive effect on
the situation observed; remarks from staff such as ‘you’re not normally as quiet as
this’ (to the group) and (in the case of a gqroup who were somewhat mnoisy and
unco-operative) ‘they’re reacting to the fact that they’ve got a visitor’ (to the
researcher)  coupled  with  behavioural  tendencies  which  signified  teachers’
consciousness of the researcher’s presence, reinforced an initial recognition of the

need to monitor such effects and take account of them in interpreting data.
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It was intended throughout the present study to give due consideration to Patton’s
point concerning the need to combine participation and observation in such a way as to
gain an understanding of actors’ perspectives whilst remaining sufficiently detached to
offer objective description of the case’®. As outlined above, this was not achieved
through performance of a uniform participant observer role as envisaged by Gold97 (cf
criticism of the typology by Burgess)gs; nor was it enacted by virtue of a marked
shift in the participation/observation ratio as Patton’ suggests is likely, as the
researcher becomes increasingly familiar with the «case (either assuming the role of
'spectator’ and becoming more actively involved, or gradually withdrawing from the role

of ‘complete participant’ and assuming that of ’occasional observer’).

As previously observed, the freedom enjoyed by the researcher in determining the extent
and pattern of his activities as participant observer was comstrained by the contexts

within which he chose to operate (which, it is, suspected is wmore frequently the case

than is apparent from accounts in the literature).

With the possible exception of those few occasions when the researcher assumed the
function of ‘honorary teacher’ (ome college had in fact offered a teaching commitment
which had been declined on the gqrounds of limiting the writer’s function as ‘researcher
participant’), it was possible to exercise greater choice in the structure of
observational method than in role selection, or maintenance of the same. Thus the
researcher began with what Hammersely refers to as ‘general relevancies'loo, scanning
in an informal, impressionistic way for information which would help determine
progressively focused patterns of observation, and moving as Ball101 did to more
systematic methods of recording the same. In accomplishing the latter, the researcher
adapted a data recording sheet devised by Fullerloz, to accompany the full field notes
recorded daily in his fieldwork diary (See Appendix II).
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Meetings

The researcher attended all college meetings deemed relevant to emerging data and
conceptual parameters of the study. These included:  consultative committees and
working parties, steering committees, tutor team and ‘tutor team leaders’ meetings,
student councils, Heads of Faculty and Senior Management wmeetings. A nmumber of these
related directly to discussion of policy documents to which the researcher had been

given (or was given) access.

In qeneral, the researcher did not participate in the proceedings of these meetings,
save in addressing queries to his immediate neighbours at opportune moments (although
in one particular pastoral wmeeting, an open question that he raised did in fact result
in a proposed change in Student Review procedure which related to feedback to Personal
Tutors). In all cases the researcher either introduced himself to the meeting through

invitation from the Chair, or was introduced via the Chair.

'The obstinate familiarity of what 1is being observed has been a formidable

difficulty in  classroom research, leading too wmany observers to trade

unreflectingly on what they already know’ .103

4

The qeneric problem of familiarity highlighted by Edwards and Furlonq10 (cf Becker105,

107

Galtn and Delamont'®®, Atkinson'" and Spindler and Spindler'™), alerted the

researcher to his own particular potential difficulties as a sixth form tutor.
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King notes that the more he observed ’‘the more familiar and predictable events
became’log, and that as initial interest gave way to partial boredom, shorter
observational records gave rise to limited opportunities for quantification and

cross-case analysis of pupils’ behavioural response.

In the present study the researcher endeavoured to produce a disciplined record of the
routine and unremarkable whilst being vigilant for the wunusual, the problematic or the
deviant. His efforts in this direction were facilitated through the wide variety of
contexts in which he participated and the range of participant roles that he was

required to perform.

In addition, the selection of institutions at different stages of historical
development (in terms of a contrast between Settledon College and Medley College, and
Newfields College), the social differences in student intake and the diverse
initiatives relevant to the parameters of the study which they pursued, helped to
render case and situation sufficiently novel to avoid the diminution of interest which
Kinguo appears to have experienced, with consequent effect upon collection of data.
The researcher also took account of Merriam’s point concerning early observations in
the field and the need to keep these relatively short in order to avoid being
overwhelped by the newness of the situationnl. Correspondingly, since the collection
of data was regarded as secondary to developing familiarity with the setting,

observational records took a fuller form as the investigation progressed.

In attempting to ‘make the familiar strange’, the researcher adopted a questioning
attitude towards that which he observed, and raised issues with subjects during

subsequent interviews and discussions where such points were not addressed by them.
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Data from staffroom observation

In marked contrast to the overt scheduled participant observer strategies outlined
above, the researcher also collected data through what might be described as

'semi-covert’ activities in college staffrooms.

In common with Hammersleyuz, the researcher reqarded staffrooms as important settings
in which data wight be collected; and in a like mammer, took the opportunity to listen
to and make a written record of conversations that appeared relevant to emerging data
and the developing contours of the investigation. As Hammersley points out, what is
said in the presence of the researcher and in the company of colleagues is subject to
possible variancem. By ‘eavesdropping’ in this way, under the quise of taking notes
from a book or staff noticeboard for example, and gemerally at some distance from the
speaker or otherwise inconspicuous in relation to him, the researcher hoped to have
access to information which might otherwise not have been available in providing

corroborative or discrepant evidence (this is not to render staff interviews and

discussions invalid, but serves to indicate that data are treated differentially).

Whilst the researcher has described his role in this respect as ‘semi-covert’, it is
difficult to determine reactivity through staff awareness of the situational relevance
of the writer’s latent researcher identity (that some staff were at times conscious of
this, was apparent in the case of one teacher, for example, who remarked: ‘Are you

finding plenty to write about? Do we get to see what you've written?’).
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The researcher did, however, attempt to monitor staffroom situations for indications
of wmodified teacher behaviour in response to his presence; conscious that this had

inevitably -

’'stimulated talk, produced response and encouraged concern’ll4.
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CHAPTER 6

In reporting data from both individval and group interviews with staff and students
respectively, consideration has been given to the need for coherent classification of
participants’ perspectives, in order that cross analysis between groups of respondents

and between the institutions themselves may be undertaken.

Clearly, therefore, whilst seeking to offer an accurate representation of the
perceptions, motivations and ‘world view’ of the informants themselves, the

classification is informed both by the researcher’s own values and predispositions and

by pragmatic expediency.

Informants’ statements were initially coded as units of information and qrouped
according to topic; these were then arranged into broad thematic categories which
reflected the preoccupations of those to whom the statements were attributable and

which facilitated analysis of the dimensions of the data.

The following themes were derived from the interview data in question, with respect to

the General Studies programme:

1 Students’ optional participation.

2 The question of accreditation (external examination/internal award).
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3 The need for course re-structuring/increased quality of courses.

4  Attendance factors.

5  Successful aspects/value of courses.

6  Marketing strategy.

7  Personal involvement.

8  Perception of the concept/name chosen by the college.

9  Course organization/orientation.

10 Miscellaneous issues of concern.

whilst it was intended that the classification should account for all relevant

statements made by participants, the categories are, often inter-dependent rather than

mitually exclusive; since they all relate to the same attitude object, this |is,

perhaps, to be anticipated - however, the gquiding principle for categorization of given

content has been the perceived ‘focus’ of the statement or unit of information.

It should be noted, in addition, that the interview data are analysed both for what
they reveal about the context or situation in which the actors function (the informant
perspective), and for what they say about the actors themselves, their perspectives and

contextual effects upon these (the respondent perspective).
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ANALYSIS OF INTERVIEW DATA FROM NEWFIFLDS COLLEGE

A number of the themes identified within the data, derived almost exclusively from
staff sources (approximately one-third of the teaching establishment participated at
some stage in the interview programme). Those aspects of General Studies provision

which emerged as issues of concern for teachers rather than students, are examined

collectively below.

For some staff (about one in five), there was an evident concern for the concept of
general education as it related to and was reflected by, the term that college gave to
the programme it offered. Those who made reference to this fell into two clearly

defined categories: staff who had taught at the college for a considerable length of
time who were not involved in management of General Studies, and those who held posts
of responsibility for the development and oversight of the General Studies programme,

or who appeared to play a prominent part in its promotion.
Within both groups there was perception of an ‘image problem’ for General Studies which
remained unaffected by choice of nomenclature; the current position was summed up by a

tutor who was undertaking a review of existing arrangements, who remarked:

e called it “"Central Studies" in the hope that it would assume central

importance, but it hasn’t worked out that way in practice’.
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Another tutor expressed the view that -

'for students, ‘A’ levels are seen as being central, so the current term isn’t

very apt’.

whilst others, who made reference to the terms successively adopted throughout the

college’s history, observed: ‘nothing seems to change’ and again, that -

'Whatever we call it, the image problem remains’.

Thus, while wmost of those who identified this issue would defend the centrality of
General Studies to the sixth form curriculum (as evidenced by their comments

elsevhere), something of a conceptual dissonance was seen to exist reciprocally between
what the choice of programme term conveyed (either currently or historically) and the

response that the programme itself engendered among students.

Although as stated above, this particular theme assumed virtually no significance for
students, it is perhaps worth noting in passing a solitary reference from a member of
the Lower Sixth, who on ‘joining’ a discussion group and being informed of the ‘topic’
of conversation by her peers remarked: ‘What?’ and being prompted by a friend - ‘Oh
that! It’s called so many different things’ (perhaps referring to the various elements

of the General Studies programse).
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Marketing

A second theme to which importance was attached solely by staff, was that of the
'marketing’ of the Genmeral Studies programme. The issue was one which had a close
correspondence with the ‘image problem’ referred to in discussion of the previous
theme, since doubt was frequently expressed as to the success of current strategies.

Comments ranged from the tentative:

'Whether it’s a marketing problem ..... I don’t know';

to more certain assertions such as:

'Marketing for Central Studies is a weak area’;

and

'There is a marketing problem; running Central Studies is a thankless task’.

If Central Studies was to be ‘sold’ to students successfully, as opposed to the

experiencing of a ‘constant struggle’ or ‘difficulties in convincing students’ referred

to by some, several staff saw a need for new initiatives and revision of marketing

policy. Ideas along these lines included, for example:

LU the chance to go into schools to talk about them (the courses on offer)

rather than just send a leaflet’.
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and the notion of a ‘circus’ as part of Induction Week, where students ‘could sample
what was on offer’, as opposed to doing - ‘A Cooks’ Tour’. Others looked to the key
role that might be played in the wmarketing process by the Personal Tutor. Staff in
senior management roles in particular, drew attention to envisaged changes to the
Tutor’s brief which would encompass ‘the responsibility for balance in students’

courses’. Central Studies and extensions to the tutorial system would -

'dovetail together through a "negotiated package", which would offer a coherent

curriculun for the individual’.

There were clear implications here for the management of tutors’ capacity for change;

one Senior Tutor, for example, considered that -
’New ideas could be sold on the basis of benefit to students’,
whilst another saw time as the key since it was felt that -
'Three to four years would bring a considerable shift of emphasis’.
By way of contrast to the perception of attendant problems and a concern for their
resolution, a minority who identified this issue, took as their terms of reference the
status quo. The comments of two senior members of staff exemplify the point:
"We present the college programme to the students and tell them how we see the
package. Most are happy to accept things if we say that it’s broadening or

whatever’,
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and in similar vein:

’Students tend to become institutionalised and go along with what’s on offer. In

a sense we get them in and then we tell them this is what they’re going to do!’.

Irrespective of the dimensions which staff chose to explore, the theme itself proved to
be of some significance, being referred to by almost 40% of those to whom the researcher

spoke.

The tion o jitatio

The discrete separation of Core Studies leading to examination at ‘AS’ level and
options at the College (as elements of the general education programme) gave rise to
divergent emphasis on the issue of accreditation among those staff whose comments

embraced it.

Whilst those who saw the nmatter essentially as it related to Options (or general
interest courses) were outnumbered two to one by those who focused on examining the
'Core’, the former were almost equally divided in their support for, and opposition to,

internal certification.
Two members of the Senior Management Team had strong reservations regarding the value

of intermal validation and accreditation of such courses; one stressing that

acceptance might be countenanced only on the basis ’of currency in the outside world’.
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Another senior member of staff, however, espoused a not uncommonly held view that
'students liked their bit of paper’ and cited his previous involvement in the ‘Young
Enterprise’ scheme where students ‘really looked forward to their award’, as an

illustration of the point in question.

Others ‘recognised the arqument for examining general education’, although adding a
rider in one instance that, ‘in some senmses’, this was ‘contrary to the purposes of

General Studies’.

A similar range of opinion was evident in respect to the perceived value of external
assessment.  Whilst some staff expressed the belief that few saw the General Studies
exapination as having any worth, or in other cases, that weaker students may attribute
some importance to it but the remainder saw it as ‘a waste of time’, a small number
felt that the fact that the subject was examinable ‘provided an aid to motivation’
(though there was some evidence of this being seen as dependent upon how imminent the

examination was for students).

Yet another small group advocated the merits of the present ‘AS’ level paper as against
the old ‘A’ level examination. Reasons for the ‘change’ included the ’sterility’ of

the latter and the fact that it was -

'mot universally accepted by universities, evem within the examination board

area’.

173



The present paper by contrast was -

'a nice one, with something for everybody’,

the same observer going on to proffer the view that -

'Someone doing two ‘A’ levels and an ‘AS’ level can do General Studies and get
three ‘A’ levels, but the ones who really ought to be doing it are those capable

of four ‘A’ levels’.

Personal invol

Interactive consideration of these two themes is undertaken on the basis of their
direct association by college staff and - the general analytic framework

notwithstanding - consequently, by virtue of the need for contextual coherence.

one of the first tutors to be interviewed sketched out the present structure of the
Central Studies programme, the role of given departments within it and the part played
by certain individuals owing to vparticular expertise or related skills. Another member
of staff who held a post of responsibility for Central Studies, took it wupon himself to

provide a resume of staff motivation and to identify constraints upon involvement:
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‘There are about a dozen staff who actively seek involvement in the Core and help
run it - there’s Pamela*, for example, and Stuart*, who you saw in the hall doing
the presentation the other day. They arrange their timetables so that they are
involved. Then there are about twenty or so who would like to be involved - I
guess Angela* would be one#, but whose timetable commitments may not make this
possible, since departments timetable their academic work first as their priority

and them fit Central Studies in afterwards. The rest see the situation not,

perhaps, so much as a free period, but as relaxation from subject teaching’.

Others volunteered explamations of the mechanics of compiling the programse via

approaches to departments and commented on the range of outcomes offered.

In documenting this kind of background information, it is particularly interesting to
note informants’ perceptions (conveyed perhaps more clearly here than anywhere else in
the study) of researcher expectation. This belief on the part of actors as to what

constitutes material of interest has been described in terms of -
’taking over the relevancies of the e'chnoc;rapher'.1
whilst such concerns are advantageous in the sense that the investigator is able to

accumulate data to which he might not otherwise have access, account has also to be

taken of the extent to which participants’ perspectives are skewed as a result.

* Names are changed to protect the identity of those involved.

t A key informant.
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A number of staff offered insights into their own contribution to the Central Studies
programse and their reflections on this. There were those who outlined their imput
within departments to the rolling wmodular ‘AS’ level programme in the Upper Sixth;
others who had undertaken to pursue one of their interests as the basis for a course,
but who had then voluntarily acknowledged =~ or been obliged to take account of,
extrinsic factors which had, in the final analysis, shaped delivery of the course
(such as the tutor who offered to ’do a Rock Music Workshop’, but tended to ‘do
Classical Music  instead, with students taking examinations’; and a staff
representative on a senior committee who ran a Bridge Club, but - ‘lost a period in

order to attend meetings’).

Perceptions of how individuals drew comparisons between their own situations and those
of others were also revealed; the following comment was not untypical of the

sentiments expressed by those who looked for greater involvement from their colleaques:
'yhile some staff are involved in the Department’s contribution to the ‘AS’
modular programme, I’m the only one willing to participate in the Core; the only

one willing to stand up in the hall and do something’;

whilst a wider view of the ’‘demands on staff’ was uppermost in the thinking of another

informant who expressed concern at a situation where some might -

'get "frees" in academic time and, say, six periods of ‘B’ Block (Central Studies)

time’,
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As with later themes, staff also took it upon themselves to depict and sum up student

experiences and viewpoints: one senior member of staff spoke for others (particularly

at this level) in describing a ramge of student involvement facilitated by a philosophy

which held that - given appropriate quidance - students were to be encouraged to assume

responsibility for their own decisions:

"Lots of students, for example, have driving lessons, which is fine; some look

after their horse at home - which is also fine; some cycle home and perhaps stay

there - but it’s with their parents’ blessing, as it were’.

Finally in this section, participants gave their ratiomale in adopting control

pechanisms for student involvement in aspects of the Central Studies programme:

'We try to steer the one-year people out of ‘B’ Block if we can; we tell them

it’s only for one year, then they’re off’.
and again:

'The GCSE one-year students (as distinct from those only staying one year) are not

included in the Core. We arque that they will become ‘A’ level students, so they

will get their "dose" then’.

Of the ten themes derived, therefore, from the umstructured interview data, half were

issues that related almost exclusively to the perceptions of staff.
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The consequence 1is that of a relatively narrow range of student perception by
comparison, since there were no data derived from themes solely identified by students.
The remaining themes which were identified reflected the perceptions of both staff and

students - albeit to varying extents. Of these, two appeared to assume an overriding

importance and are discussed below.

As with the theme of accreditation, actors’ perceptions ranged across the constituent
elements of the Central Studies programme, but exhibited a more marked pattern of
concern for these as parallel issues. For ease of evidential aggregation and reader
interpretation, however, wherever possible they have been distinguished and considered

separately.

Core Plenary and seminar arrangements in particular, attracted a good deal of criticism
- frequently of a negatively-orientated kind. One in four of all staff interviewed
pade related observations in this way. The Core Plenary was seen to have: ‘dubious
value’; its ‘usefulness’ as preparation for the future ‘AS’ level examination was
'questionable’ - students would be ‘better off reading a good newspaper’; the format,
that of ‘mass presentation’, was respectively:  ‘inappropriate’, ‘an altogether too

passive experience’, ’often boring’ and ‘a waste of time’.
Whilst the session might be of ‘occasional interest’ in the opinion of one group,

quantified by another as: ‘perhaps one in ten’ - students’ views by and large were

concordant with the perspectives of their tutors on the same issue.
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Preferences were for ‘something more active’; and for speakers which they themselves
pight recommend.  Duplication of material occurring in other areas of student
experience, either prior to or within college, added nothing, in the opinion of those
students who made the observation, to an event that was ‘boring’ and ‘generally
pointless’.

There were corresponding reservations with regard to current arrangements for Core
Seminars.  Staff commented, for example, on wmatters such as ‘the nonsemsical timing of

the period’ (at a later point in the week), its unusual character:

'an odd session when one has to entertain’,
and the cases of individual students who attended the semimar but were not timetabled
for the Plenary, or who went to the Plenary but were unable to participate in the

seminar (an issue that was taken up by the students themselves).

Perspectives of this kind led, in turm, to reflection on the need for change: ‘variety

of practice in Core Seminar’ was -

'a sign of necessity for the re-examination of Central Studies’.

Current arrangements needed to be: ‘overhauled completely’.

A period which sanctioned -

'the completion of quizzes which could be done at home’
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- ought to be: ‘looked at again’. Senior staff who were involved in reviewing the
arqueents for an ‘extension’ of the tutorial system, and in monitoring the existing

pilot, foresaw the likelihood of ‘replacing’ the Core Seminar with a Tutorial Period as

part of -

’a more rational and coherent approach to the whole question of Central Studies’.

Students were proportionately more concerned to express dissatisfaction towards the
Options programme than were their tutors. For some, Central Studies Options were an

encumbrance; they were:

'the kind of thing which one would do outside College’;

Others, however, were content to arque the case for constructive change, to identify
constraints in course delivery and to cite personal disappointments as evidence of the
'shortcomings’ of present arrangements. One gqroup of mixed-age students, whose views
proved representative of a larger body of opinion among their peers, was at pains to
draw attention to - ‘the list of options available’ courses to which, it was felt,

no-one would want to go’.

For a significant number of students -

'Better courses would result in more people being keen to attend’.
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Such sentiments were, on occasion, underpinned by a sense of inability to effect
change: one female student, for example, said she had:  ’‘desperately wanted to do

Drama’.

- but had been told she couldn’t since the course was: ‘full wup, or whatever’. On

being asked whether she would be inclined to pursue a place, her response was:

/T don’t think I would consider asking for priority next time, or anything like

that’.

A number, though aware of a possible vehicle for student criticism in this area,

appeared resigned to the fact that -

'Nothing gets changed through Student Council, so it’s a waste of time’.

Taking the wider perspective, a group of Lower Sixth formers summed up a viewpoint held

by a significant number:

'If the climate in College altered - more choice, listening to students’ views,

etc, the Central Studies prograzme here would be more effective’.

Informing such criticism, however, was an awareness demonstrated by some students of

the notion that the present range of courses was -

‘probably determined by what staff could offer’,
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and that the quality and appeal of Options varied according to the tutor concerned.

There was evidence also of explicit dissatisfaction among staff reqarding the intrinsic

interest of courses; and in relation to the ‘inflexibility’ of some tutors in -

‘offering their interest regardless of student interest’.

This was balanced, however, by a body of less radical opinion which showed concern for
the development of existing courses and opportunities; for example, linking ‘Driving’
to ‘Traffic Studies’; and arrangements whereby students might be ‘wooed away’ from

rsafe areas of choice’ linked tangentially to their subject specialisms.

In looking to a developing dialogue with students, members of the Senior Management
Teamn perceived ‘a better way of organising things’, via a system which ‘would win

College more friends’ and which would -

"help students to realise why they are being asked to do what they do’.

Not surprisingly, perhaps, in the light of widespread comment by students on the
previous theme, they were limited in number as advocates of the benefits to be derived
fron the Central Studies programme. There were, however, those who acknowledged their
enjoynent of individual options; in particular, courses which had a practical
emphasis.  For others, Central Studies was at best ‘OK’, and for some GCSE students at

least, ‘preferable to extra lessons’.
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Certain Core Plenary speakers had been ‘interesting’ according to both Lower and Upper

Sixth qroups and a small number agreed with one Lower Sixth student who suggested that

'Plenaries and seminars are wuseful since communication skills are improved and

individuals can develop confidence’.
Staff themselves also laid claim to being able to distil student opinion: thus, for
example, Central Studies was thought of by students to be - ‘a break from their
academic studies’; and a chance to do something they might not otherwise do. It was
further felt - that they enjoyed ‘working on such things as the College Play’, and that
'qood debates’ arose from examination of Core Plenary issues in Pilot Tutor Groups.
Whilst some students were -

'undoubtedly just interested in doing their two or three ‘A’ levels’

a few staff felt that ‘most’ recognised: ‘the value of Central Studies’.  Students

were -

'good at getting the best out of the system’

and enjoyed -

'visiting speakers and practical topics’.
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Others, generally those who held more senior posts, offered the view that ‘failure’
among students to support the wmerits of the Central Studies programme ought, perhaps,

not to be taken at face value. One tutor commented:

'Students’ perceptions are sometimes at odds with what they believe; most will be
critical of things if given the opportunity. Talking things through on a personal

basis reveals new insights sometimes’;

whilst another observed:

'Students complain - all sixth forms do don’t they? But we find they often

remember such courses best when they’ve left’.

There was evidence of widespread agreement among staff regarding the value of the
Central Studies programme as a whole. It was ‘important’; said to ‘counteract a
narroving of the curriculu’; to give students ‘an awareness in areas in which their
knowledge is often deficient’; to ‘provide both staff and students with a welcome
break from academic work’; to facilitate ’the delivery of a large part of Personal and
Social Education’; and to offer ‘a variety of benefits in later life’. To a lesser
extent there was a degree of support for retention of both components of the Core

Studies course. Tutors here were, individually -

'Happiest ~with the longest  established aspects of the general education

programme’,
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or found themselves -

'satisfied in respect of the way in which things are structured at present’.

There were: ‘some very good Core Plenaries’ and Core Seminars were deemed to be: “‘an

acceptable element of the programme’.

The perceptions of those staff respomsible for the organization and review of Central

Studies revealed an avowed concern for response to student need:
'We try to accommodate student interest in both Core and Options. If students
want to get a particular speaker or address certain issues, we try to comply.
Similarly, if they want a particular option, eg Photography, that’s fine - we
encourage that, as long as they give an indication of outcome, eg a display in the
foyer’.

Correspondingly, it was claimed, students were -

'encouraged to do their own courses with nominal staff presence’;

and were afforded: ‘a chance to pursue their interests’.

185



Where students were unable to secure a place on their first-choice course (‘although
about 80% do’) the facility was said to exist for those ‘who really wanted to do that
course’, to approach the programme co-ordinator, who would: ‘make sure they gqot it
next time’. In addition, a paternalistic concern appeared to permeate provision for

students since it was accepted that -

'Certain issues need to be addressed; College would be 1likely to be accused of

neglecting its responsibility towards students otherwise’;

Reference was further made to the desirability of being able to -

'put old heads on young shoulders and make students aware of the benefits that

night accrue from involvement in the Central Studies programme’.

College had to ‘content itself, by and large’; however, with -

offering a range of experiences which students may not get elsewhere and leave it

at that’.
Given the scope of staff comment on the need for re-appraisal of the general education

programee, it is significant that almost 553 of those interviewed were also prepared to

signal their support of some aspect of it.
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) ! optional involvement

The theme of students’ optional involvement in the Central Studies programme,

frequently served as both introduction and corollary to that of ‘attendance’, in the
disclosure of actors’ perceptions. It is, therefore, firstly considered as a key issue
for about one in three participants and then in relation to the theme with which it

corresponds.
Much the greater proportion of those who made reference to the issue (both staff and

students) favoured some Kkind of optional participation for students. For the few who

saw no advantage in this respect, two factors were apparent; firstly -

'the problem of what else students would do to fill their time (ie those periods

allocated to Central Studies)’;

and secondly, the likelihood that -

"mo-one would bother to attend’.

The remainder tended to identify the question of compulsion as being at the root of the

current difficulties in effecting a shift in student opinion. They were, however,

approximately equally divided in addressing the issue in relation to some aspect of

provision and in relation to provision for Central Studies per se.
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Those in the former category (generally staff) focused, by and large, on the compulsory
Core Studies component and the associated ’AS’ level examination. One key informant

revealed that College was -

‘considering making ‘AS’ level optional so that a contract can be neqotiated with

those who opt, rather than enforcing attendance’.
Staff who were more peripheral to the process of review in this area offered
respectives which would substantiate concern for the need for change:  typical

observations were -

'Students ought not to be obliged to do ‘AS’ level; it merely creates

resentment’,
and -

'Optional attendance would result in people turning up who were keen to go’.
There was a more evenly-balanced distribution of opinion between staff and students in
relation to optional involvement and the programme as a whole. Staff perceptions here

appeared quite closely attuned to students’ views:

'There’s a reaction to the compulsory nature of things - Core Plenary/Seminars/

Options’;

'Compulsion is undoubtedly the problem’;
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’Students’ response to Central Studies - and one with which some staff have

sympathy - is that it is an imposition; they are forced to do it’:

since the latter were often of the opinion that -

'if Central Studies were optional, this would improve things’;

’a voluntary structure would be better’;

‘people came to College for qualifications - why should Central Studies be

compulsory?”’:

and were at pains to cite, in the case of one group, the instance of one student who -

took four ‘A’ levels, but still had to do Central Studies’.

How the College wmight consider resolving problems such as these was indicated by a

pember of the Senior Management Team, who observed that -

'If a student doesn’t feel that something from a given range of experiences on

offer is relevant/necessary, it may be that they have a free period, or gqo home,

or do something else. The overriding consideration is:  this arrangement, for

that student, at a particular time’.
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The perceptions of staff on this theme gave rise to three clearly-defined areas of

informant data, which were as follows:

1 data from those who commented on attendance at Core courses for which they had an

element of responsibility;

2 data from Personal Tutors reporting their tutor qroup’s response (or the response

of students known individually to them) towards Central Studies in general;

3 data from those who offered their perspective of the College-wide response to the

Central Studies programme.

The following observations and comments, representative of the data as a whole, serve
sequentially to illustrate these parameters. Two science teachers described how
matters stood in respect of the ‘AS’ level module in which they had both been involved;

one remarked:
'Sessions are not generally well-attended - a 60% turnout perhaps. Students don’t

really give it a chance, despite the fact that the aim is to make things topical -

"genetic fingerprinting", "green" issues and so forth’;
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his colleague noted that -

It was the Arts students who were not attending; the scientists were fairly
keen; we drew material from the SATIS project, so there was little duplication

(of the A’ level syllabus)’.

Personal Tutors depicted a variety of situations that were familiar to them. Among

these, were references to the issuing of ‘absence slips’ to students, described as -

'wostly the result of non-attendance at Central Studies’.

One tutor acknowledged that it was -

difficult to motivate the Upper Sixth towards Central Studies’,

but felt unmable to offer an explamation as to why her group did not attend.  Another
tutor reported counselling difficulties with a student in his tutor qroup who was not

willing to participate in Central Studies, whilst a third nmentioned a female student who

‘vanted to do Typing at a sister institution - only two out of twenty six
students originally attending went; although no absence slips were issued, the
student openly admitted her absence; she said she needed time to focus on her ‘A’
levels but was still prepared to do Central Studies Options on a restricted

basis’.
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Finally, there were those who looked to the wider context to put the issue as they saw

it into perspective:

'officially, nine hundred and fifty students should be on site for Options; if a

check was made, there might be one hundred and twenty here’.

‘Some students have learned to play the system - it depends on the staff member

concerned; those who aren’t bothered, allow students to drift off’.

Students themselves made overt reference both to their reluctance to attend Central
Studies on a compulsory basis and their not infrequent failure (and that of their
peers) to do so. Several groups of both Upper and Lower Sixth were critical of the
absence slip system which, in their view, did nothing to improve attendance and ‘served
no useful purpose’. Little of any consequence resulted from non-attendance, it was
suggested, and ‘most students’, therefore, tended 'to play the system’. Some students
comnented that they had raised the question of attendance with their Persomal Tutor,
and there were occasional instances where individuals had  expressed  their
dissatisfaction (after only two or three Options sessions) to the latter, who, it was
claimed, allowed them to ’‘drop out’ (the circumstances of such ‘dispensation’ were not,
however, revealed).  Factors which would, in the opinion of students, improve
attendance  included:  ‘better courses’, ‘an optional structure’, ‘more choice’, “‘a

flexible response towards student priorities’ and ‘more time in which to get on with

AT levels’.
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A further factor was implied rather than made explicit in an interviev with a Lower
Sixth tutor gqroup, where the comsensus of opinion appeared to be that most of those
present (some thirteen students in total) were ‘supposed to be doing Options courses’

but that ‘preferred choice’ was ‘not always possible’.

Miscellaneous issues

Mong the data which did not fit readily into the preceding thematic categories, ’a’

level examination priority was the issue wmost commonly alluded to. Staff felt that

students were -

'concerned to get their qualifications’,

that they -

’just wanted their examination results’,

and would not -

'come to place equal value on their academic and General Studies’.

Students who addressed the issue professed to hold views that they saw as being shaped
by institutions of higher education, since it was commonly thought that only

exanination results were of interest to such bodies. For these students, therefore,
anything which distracted individuals from ‘A’ level studies was, essentially, ‘a waste

of time’.
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Another notion here which had relevance for staff, was that of Central Studies forming
part of ‘a curriculum audit’ for the individual - a process whereby a student would
decide jointly with his/her tutor which learning experiences, from the ramge the

college had to offer, would be wmost relevant and desirable. Purther references of a
piscellaneous nature included:  the generally supportive attitude of parents;  the
absence of Core Studies team wmeetings (and ad hoc alternative forums for discussion);
the need to evaluate student participation as part of Records of Achievement;  the
potential ‘fallacy’ of all ‘A’ level courses being regarded as inherently ‘limiting’
(vis-a-vis Central Studies having an essentially ‘broadening’  influence) and an

expressed interest in the perceptions of other actors, using the researcher as a

central point of reference (a function the latter declined to adopt).

YSIS O] ERVIEW DATA .0

In Medley College, it was noted that fewer themes were associated solely with staff
perspectives than in Newfields College. Of those that were characterised in this way,
however, none were additional to those that had been identified previously. The three

themes concerned are delineated successively below.

Marketing strategy

This was an issue that was addressed only by Senior Management and the tutor

responsible for oversight of the gemeral education programme. It was also the only

theme to be limited to comment by staff at this level.
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Owing perhaps in part to timetabling arrangements by which students had access to some
303 of the full range of courses at any one time, wmarketing as part of the college’s
pre-enrolment strategy did not assume the degree of importance for participants as

appeared to be the case in Newfields College. The perspectives offered here revealed a

concern for ‘publicising’ the programme on the basis of -

'‘drawing attention to those courses a student can actually attend, ie those that

are available’.

This focus of attention appeared to derive from dissatisfaction (on the part of both
staff and students) with previous publicity arrangements, which highlighted the wide
range of courses (over eighty) ‘available’.  Students discovered, however, that,

post-enrolment, many of these were timetabled during periods when they had examination

classes, and were thus, not available.

There was, correspondingly, a less-explicitly articulated 1link between the college’s
initiatives in this field and its commitment to an underlying philosophy of general
education, than was evident in the previous case study. Rather there was an exposition
of the means by which students were wmade aware of the content of courses and the

constraints upon this process. The college’s current practice was summarised by the

Senior Tutor who was responsible for the general education programme:
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'We don’t have a very sophisticated wmarketing policy; students see a paragraph or
two describing what listed courses in half - timetabled blocks are like - what
they’re about - in advance, and that quides their choice. They’re free, of

course, to enquire when they go to sign up - and some staff will have talked a bit
about the course at Personal Registration, although there wouldn’t have been much
time for this; most people, by and large, however, decide from reading the course

description’.

Although as indicated previously, students’ perceptions did not reflect a direct concern
for the wmarketing of courses, groups did on occasion profess to have a lack of
understanding as to why such courses had to be undertaken. Whether such observations
are a corollary to the issue per se s, of course, entirely dependent on
'interpretation’ - either with respect to genuine igmorance on the studemts’ part, or
alternatively to their disinclination to accept the various ‘arquments’ that wmay have

been advanced by the College.

whilst the researcher was ‘advised’ of the college’s term for the general education
programme by a key informant during an exploratory interview (ie at the outset of the
study); and although an interview was subsequently undertaken with a nmember of the
‘College Studies’ Working Party who claimed to have coined the term initially, neither
of these actors (nor any subsequently) made reference to how it had been derived, or
what connotations it might carry. There were, however, varied staff perceptions of the
concept itself in evidence, the view of those who occupied senior management posts

notwithstanding, that staff as a whole would not wish to see the institution become -
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'a purely examination-orientated college’.

The range of perspectives on this theme (one of some significance, since it was

addressed by about onme in three of the staff interviewed) may be illustrated by

reference to the following views which define its dimensions.

Some felt able to -

'subscribe in a generally unqualified way to the philosophy of College Studies’,

and were frequently, though not exclusively, found among those who were offering
courses which appeared to have a broad base of appeal. Others looked to the notion of

"halance’ within the range of courses on offer and saw -

'a need for different kinds of College Study courses: some as subject support,

some just for fun, etc’.

There were those, too, who questioned the tacit assumption of the benefits that
students might derive from such courses and their underlying rationale; one tutor,

for example, remarked:

'We were told these courses would ‘"emrich", ‘"enhance", "deepen", etc, but students

resent them and staff resent them, so why are we doing them?’;

whilst another observed that:
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'The philosophical basis wupon which such courses are offered needs to be
re-examined; concepts of "the whole person® and “"personal development" need to be

defined’.

Finally, a concern was demonstrated by some to identify and preserve the concept of

general education as -

'non-examination education’.

Although the College entered students for ‘A’ level General Studies, the examination

had, according to a member of the Senior Management Team -

'very little to do with anything College might do in the College Studies

programse, or could conceivably do’.

As in the case of Newfields College, so too in Medley College, staff felt able to claim
(though perhaps more tentatively in this instance) some familiarity with students’

views:

'Probably the second years will be more cynical about the idea of College Studies
than the first years are, for example; but there are some I think who really do
value what’s going on. To a certain extent it depends on how much you see the
sense of the philosophical approach which supports general education and rounded
education; and if you can see the value of that as opposed to educational

certificate gathering, then you’re more committed to the courses’.
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In addition, passing reference was also made by actors to such issues as: the question
as to whether some of the courses currently offered under a ‘free-choice’ system for
staff who ran them could actually be considered to broaden education;  whether

enrichment or broadening of experience was not already apparent in the lifestyles of
many students who attended this particular college; and rejection of the case for a
compulsory ‘Core’ element in the programme (although opportunities for some commonality

of experience were being piloted on a voluntary attendance basis).

Course oraanization/orientati

This theme wmerits a briefer examination than those comsidered previously, in the light
of its association with the comments of only three members of staff. Of these,
however, one was a key informant who held a senior post, and for whom the historical
evolution of programme scope and structure and the current mode of orqanization, served
as a focus of attention (similar perceptions of researcher expectation perhaps
appertaining here as in the previous case study). Within these parameters, reference
was made by the informant to the consideration that had been given to categorizing
courses according to a given curriculum model (a notion that was subsequently not
pursued); the legacy of a wide ramge of courses gemerated by an operating criterion of
staff interest and enthusiasm (and, therefore, the absence of any ‘vetting’ procedure);
the advantages of a ‘Personal Registration’ system, in terms of administration, student
choice and commitment; and the periodic rotation of such courses around timetabled

blocks in order to facilitate greater student access to them.
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The way in which the College Studies timetable operated and the resulting range and
availability of courses at any one time, were aspects of this theme that were raised by
the second member of staff involved. Concern in this instance appeared, essentially, to
be for differentiated access and opportunity that current structuring of provision

created. As a consequence, the range of choice for students, it was suggested -

'say be eight to ten courses in a good block; perhaps as few as three or four

otherwise’.

Finally, a third participant elected to outline an organizational problem which had
been addressed at a ‘Management Meeting’ - namely, that of GCSE students who dropped
subjects in 1lieu, whereas ‘A’ level students who were ‘marginally light’ on their
overall study programme were expected under the current system to undertake such

courses ’irrespective of their commitment to them’.
This latter issue had a reciprocal correspondence with the theme of ‘Personal

involvement’; it now seems appropriate, therefore, to examine this area of joint

relevance to students and staff.

Personal involvepent
It was noted that several patterns of perception underpinmed the theme as a whole.

imong these, comments relating to ‘interests’ and the associated issue of ‘commitment’,

were particularly prominent.
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In addition to volunteering information about College Studies courses for which they
were currently responsible, some staff referred to personal interests which might
conceivably have formed the basis for a course, but in the delivery of which they
foresaw practical difficulties.  These  included: 'a lack of confidence’, ‘the

commmicating of content’ and ’‘the time, as the sole specialist, to do other things’.

Other criteria of choice in offering courses were specified: a few staff were

concerned to -

'move as far away from the subject area as possible’.

One tutor, however, suggested alternative considerations:

rstaff look to ways of organising things so that convenience is the keynote’.

There was some correspondence here with a qroup of students’ views regarding the

potivation of their peers: since it was suggested that -

Nost students choose a course on the basis of the easiest commitment’.

Such courses were commonly said to be those that were ‘recreational’ or ‘practical’ and

which served as a contrast to the demands of academic study.

This appeared to be linked to students’ qenerally widespread perceptions concerning the
'demands’ which the College Studies programme made on them and their implied

disapproval of -

201



'having to do as many as three College Studies courses at any one time’.

The requirement was one that was ratified by a Senior Tutor who observed that three

College Studies courses was:

'perhaps typical provision for students in any given week’;

but who went on to comment:

however, a significant number will be doing sufficient examination work under the

"points" system to correspondingly reduce the time spent on College Studies’.

Varying student involvement, though not commonly cited, was an issue to which some
students referred (perhaps almost in ‘mitigation’ of criticism levied by others).
Thus, for example, it was pointed out that if Work Experience was being undertakem, no
other College Study course may be necessary in the case of some students, and that for
'A' level candidates, college gave priority to preparation for examinations after

Christmas in the Second Year, ’in any event’.

Other aspects of the theme of Personal Involvement alluded to by participants included:
the contrasting numbers of students being accommodated on different courses (from
single-fiqure attendance to thirty plus); the need to persuade students to wmove away
fron courses solely linked to their subject specialisms; the dispensation qranted to
students involved in some activities (eq College Magazine and the Orchestra) to pursue
these for longer than the customary duration of College Studies courses; and the
question of ‘A’ level General Studies students still being required to participate in
College Studies in cases where study programme ’commitments’ were not being fully met.

202



need fo: ing/i ity of co
Among the aspects of this theme that were selected by students, there was particular
concern for the content of College Studies courses and a variety of opinion as to the
need for and means of change.
A frequent comment in general terms was that courses ought, simply, to be ’more
interesting’ (which in itself, would ‘make them more valuable’);  other students,

however, had wore specific criticisms in mind:

'Staff should not choose boring subjects just so they can get time off; they must

enjoy what they teach or do’;

and aqain:

'Many of the courses are too academic; wmore practical ones are needed’.

The consensus elsewhere, was towards a fundamental change to the way in which the

College Studies programse was drawm up; a range of students across year groups,

ability levels and subject backqrounds felt that:

'Student interest should be the basis for the courses that are run - not staff

expertise’;

203



that they should be -

‘created with more of a mind to what students want to do with their spare time’;

and that the means whereby this would be achieved would be to -

'carry out a survey of student interests and preferences’.

A second issue to which widespread reference was made was that of the amount of time
devoted to College Studies. Students’ perceptions in this respect were related both to
the need for a general reduction in the number of courses to be taken at any one time
- ’a paximum of two’ was a popular notion - and to alternative uses to which the time
so generated might be put:- ’study of examination subjects’, ‘revision’, ‘College work

in general’, being commonly suggested.

Finally, there were those who addressed the need for radical change without offering
comment as to how this might be effected. For these students, courses needed to be
'orqanised very differently’;  required ‘serious alteration’ before they could 'really
achieve credibility’; and wmerited ‘much improvement’ if they were to ’fulfil their

potential’.

Mmongst staff also there was Dboth acknowledgement of the need to re-examine current
College Studies provision and identification of those areas where change was deemed
necessary. In general terms, therefore, there was recognition that the College Studies
programme was: ‘an evolving part of the curriculuw’; that there remained, ‘still a

lot of work to be done’; and that College had, ’as yet, not got things right’.
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The expressed attitudes that corresponded to this general perspective may be divided
into three specific areas of concern. Firstly, there were some staff for whom the
structuring of course provision was a key issue: one, for example, spoke of the need

to have -

more College Studies courses linked to examination subjects’,

whilst another supported the 1line of arqument but felt that ‘complementary’ courses

could be -

Tof interest to people specializing in those subjects and non-specialists alike’,

and might constitute 30 to 40% of overall College Study provision. By way of contrast,
it was suggested, departments might also offer courses designed not for their own
students, but instead, for students doing other subject options.  Others, however,
echoing the views of some of the students referred to earlier, were of the opinion that

courses might be ’more beneficial’ if linked on a wider scale to ‘practical skills’.

A second aspect concerned participants’ perceptions of resourcing and funding; an

issue which, in general, was felt to be ‘problematic’ in some areas. Demands on staff
in this respect could, it was observed, prove ‘considerable’ over an eleven week period
(the typical duration of a course). As a consequence, questions of planning, design
and preparation of courses were, it was suggested, ’‘of major concern’. For a few

staff, the essential terms of reference were an evident incongruity between the support
given to College Studies at a theoretical and philosophical level and ‘a commitment in

practical terms’.
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Thirdly, some staff attached importance to the facility to respond to the need for
change as a result of wonitoring and evaluating existing provision.  Feedback on
courses from students to tutors and from tutors to those responsible for programme
organization was thought ‘desirable’ (and had been undertaken by some), whilst those
who were interviewed who sat on the College Studies Working Party, found it ‘a useful

forum’ to examine such issues as ‘student choice and course access’.

Successful aspects/value of courses

Students’ perceptions here fell into two broad categories: those that were ’qualified
by the kinds of observations reported under the last thematic heading and those that
were not accompanied by such considerations. In both of these cateqories it was noted
that there was a wmore significant input from students who were in the first year of
their course (and who as a result of the timing of the research had just one term’s

experience of College Studies), than from individuals in their second or (more rarely)
third year. Thus, in the first category, typical perspectives were that the notion of
College Studies was: ‘a good idea in principle’, that it ‘could help to balance the
timetable’; that it was ‘useful on the whole’; and was ‘beneficial’ to those who were
'able to take full advantage’. For a smaller number of students in this qroup, a wmore
marginally —supportive view was in evidence:  courses were ‘useful sometimes’, and

offered ‘a fair amount of enjoyment’; one might ‘occasionally learn about things of
interest’ but value to the individual would ‘frequently depend’ on the ‘particular

course taken’.

Students in the second category, though less commonly encountered, were more emphatic

in their endorsement of the benefits to be gained:
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for those individuals courses were, for example, ‘worthwhile’, ‘an excellent way of
passing time which would otherwise have been wasted’, ‘a good recreational activity’
and ’interesting’ in their ‘range’ and ‘variety’. In addition, ‘practical’ courses

provided ‘a welcome break from academic subjects’.

In the light of the college’s developmental stage and staff perceptions relating to
evolving forms of College Studies provision, it 1is, perhaps, not inconsistent to find
few instances of unqualified claims regarding the programme’s success, amongst staff

themselves.

Rather there was reference to aspiration and endeavour and to a measure of success in
certain areas, such as ‘lighter courses’ which had a popular appeal; those with ‘an
end product’; or which gave students ’confidence as automomous learners’ - for

example, those that involved study of a foreign language. The perceptions of senior
staff (Senior Tutors and above) did, however, reflect a belief that College Studies
courses were helping to provide ‘balance’ and ‘breadth’ in the curriculum and were

contributing to students’ personal developeent via -

'opportunities to integrate with others outside their own subject areas, and who
have different interests and enthusiasms;  different levels of knowledge and

skill’.
Other staff looked to the successful aspects of courses for which they were personally

responsible: one tutor, for example, felt that a wmajor bemefit of the ‘module’ that he

offered was that it was, essentially, ‘experiential’ - which, in his opinion, was:
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"how such courses should be taught’;

another highlighted -

’the wide range of learning experiences found in the course’.

(though it was suggested that some other courses were dissimilar in this respect);
whilst a third proffered the view that the ‘nature of the subject’ (Information

Technology) meant that ‘no problems’ were experienced in terms of student response.

In addition, several staff made reference to ‘relevant’ aspects of the visit to the
College by HMI and, in particular, to the approbation gqiven to the ‘wide variety of

College Studies courses offered’.

Beyond these contexts, however, there were no further perceptions which related to the
quality of College Studies provision or to the degree to which programse objectives

were being realised.

Studepts’ optional involvement

There was a less obvious correspondence here between the theme of ’Students’ Optional
Involvement’ and that of ’Attendance’ than was evident from actors’ perceptions in the
previous case study. Where such associations existed, it was qemerally students who so

constructed them, although a small mumber of staff adopted the perspective also.
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whilst this latter gqroup constituted only a small minority, it is perhaps worth
recording that one tutor who saw ‘mo value in compulsory College Studies’, had made

representation to Senior Management regarding the notion that -

'If participation was optional, more students would be likely to attend’.

Reportedly, however, the response had been -

'a lack of confidence that anyone would turn up’.

Students whose perceptions established a link between the two issues came from a mixed
age and course background, and shared common ground in a belief that ‘most’ of their
peers would ‘do a College Study’ (implying more limited involvement than that currently

necessary for many students) if participation was not compulsory.

A second difference noted was that staff appeared more or less equally divided in their
vievs as to whether College Studies should be optional or compulsory. For a few staff

in the former category the issue was a fundamental one; one tutor’s comments exemplify

the perspective:

'We need to examine our right as teachers to impose what we see as valuable on
students, when the rest of the curriculum is supposed to be subject to

negotiation’.

Others espoused a ‘practical’ view that ‘the majority of students’ would derive greater

enjoyment and benefit from -
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‘something that they had chosen to do on the basis of its being relevant and

necessary’.

of those who advocated the need for a compulsory programme, most saw the issue in terms

of how students would otherwise occupy themselves. Such perspectives ranged from firm

assertion:

'If given the alternative, students would not do anything’,

via the faintly rhetorical:

'How would they spend their time if they didn’t attend?’,

to the speculative:

Tt’s questionable as to whether students would devote wmore time to their ‘A’

levels’.

There was the suggestion also from amongst staff within this group that, although
students had been ‘made’ to do College Studies, ‘a proportion’ had, on looking back,
renjoyed the experience’.  Concern that this should inmcreasingly prove to be the case

was evident at Senior Management level:
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‘At the end of the day we don’t really want to get students there by bludgeoning
them or quiding them; they ought to be there because the last lesson was exciting
and they want to go back again ..... it’s not entirely unreasomable to suppose
that’s how courses can work, if we find the right courses - though not for all the

students all of the time’.

The predominant view advanced by students themselves (other than those previously
referred to) was for some form of change with respect to compulsory involvement.
Although a majority were in favour of participation being ‘wholly voluntary’, ‘up to
the individual concerned’, and courses being ‘available only for those who want them’,

a number put the emphasis upon their disagreement with -

'being required to take a certain number of courses, even if some of them don’t

appeal’.

The occasional student, however, shared the perceptions of those staff who expressed
concern as to whether students would make profitable use of additional time granted to
them. For these individuals the likely outcome of a system of this kind would be that

students would -

’just hang around in College’.

Finally, the perceptions of a siqnificant number mirrored those of staff who had also
addressed the issue - that a compulsory programme of general education was at ‘variance’
with the kind of relationship that the College claimed to wmaintain with its students,

who were -
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’supposed to be treated as adults, but made to do College Studies’.

At factors

The extent of student perception on this theme was limited to just two issues of
concern. On the one hand, several groups volunteered the information that a mumber of

their peers were signalling their views by ’ducking out of College Studies’, or by -

'failing to make up their "points total" when dropping subjects’.
In some cases this appeared to give rise to informant resentment, since either those of
lesser conviction, or those who were simply better placed to exploit the system, were,

reportedly, able to avoid further commitment.

On the other hand, personal case history revealed that forms of ’sanction’ were

operating (or could operate), to students’ evident disapproval:

‘It seems pointless having to repeat a course as a result of some of it being

pissed’;

and, more generally:

‘Getting into trouble Dbecause you’ve missed College Studies doesn’t solve

anything’.
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Although there was some discrepancy here with ‘college-wide’ philosophy articulated by

one Senior Tutor who suggested that researcher investigation would probably reveal -

'a different system to other colleges which do have yellow cards or red cards for
attendance - it would actually go aqainst the grain here to do that; we're trying
to insist students are adults - we can’t do that and then introduce some sort of

sanction system and expect them to take any of that seriously’;

- there was ‘recognition’ at this level that it would be ‘imappropriate’ to view
enforced student attendance as a criterion by which to measuwre the proqramme’s

Success.

Other staff offered their perceptions of student reaction, which were in accord with the
general consensus among those students who expressed an opinion on the matter.
Students, it was suggested, did ‘mot want to ‘turn up’, despite ‘much personal effort’
being put into courses by staff, and ‘were voting with their feet’. A few staff had
'reconciled’ themselves to a position of ‘acceptance’, whereby ‘resources and time’

were devoted to those who did attend.

In contrast, however, some staff felt able to clain success in term of certain courses
(both their own and those of colleaques) being: 'vell-attended’, ‘popular’, ‘in

demand’ and ‘oversubscribed’.  As intimated wunder earlier headings, staff identified
courses which ‘put bodies on seats’ as being those of a ‘practical’, ‘recreational’ or

'non-academic’ nature.
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Two further issues were identified: the first concerned the ‘target population’ for
particular courses and the audiences that they subsequently drew. One tutor, for
example, had offered a science ‘foundation course’ which had -

'really attracted the wrong clientele’,
whilst another undertook to run two courses within the one discipline -

'only to find that the same students were attending both’.

Such situations were accounted for in terms of the fact that although tutors were -

rsupposed to offer quidance in the choice of courses to be taken’,

it was ‘inevitable’ that in a ‘large institution’ a few students would ‘slip through

the net’.

The second related to means by which college sought to encourage attendance. A senior

member of staff outlined the organizational considerations:

’Although  clashes  between timetabled examination subjects and College  Studies
would be avoided if there were certain parts of the week devoted to each

respectively, this was decided against some time ago on the grounds that, given
students are going to be less committed to College Studies, it would be easier for

whole cohorts to opt out simultaneously’;
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whilst a member of the Senior Management noted the potential of a planned Record of

Achievement which -

'might be one way to persuade students to attend courses that contrast with their

major specialisms - since this would look better’,

and which would serve as a further incentive since -

‘modules would not be recorded on the document at all unless students had gome to

classes’.

Although students themselves made no reference to the issue, two other staff
participants who did so expressed uncertainty in the one case as to whether a Record of

Achievement would -

"necessarily attract students to courses’,

and ‘recognised’ in the other, that the latter -

'do not respond to the pressure of such a record reflecting attendance at College

Studies’.

Actors’ perceptions on this particular topic here merge with and were also developed in

relation to, the theme of ‘Accreditation’, and are, therefore, explored further below.
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It was commonly recognised by those who supported the general education programme that
the ’intrinsic quality of courses’ should be the wajor wmotivating factor for students.
Additionally, however, one key informant offered the view that although college was not
providing internal certification, it was confident of ‘making extrimsic factors secure’
by notifying students that references for both higher education and employment would
incorporate reports on courses ‘satisfactorily completed’. This was a perspective
endorsed by one member of the Senior Management Team who acknowledged that there was ’‘a

bit of stick’ to accompany -

'what one hopes 1is the ‘"carrot" - the lesson by lesson enjoyment that students

ought to derive’.

The same respondent took as a contrasting theme the issue of external accreditation:

'The other "stick™ that we don’t and won’t use, is the ‘A’ level General Studies
examination. We do enter students, but we don’t sell our College Studies

programse as being a preparation for that: (a) because I don’t believe that’s the
way to do it and (b) it would be false amyway ..... For those who do wish to do it
we give them a bit of coaching in what to expect and after that it’s up to them -

if they’ve got the general knowledge then good for them’.

For other staff who addressed the issue, however, the examination had the potential for
‘expanding’ College Studies provision - where ’proper accreditation’ was needed - and

for serving as:
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’perhaps a better vehicle for broadening education, than College Studies’.

'Separate’ or ‘internal’ certification, however, was largely perceived as being

problematic since it would -

"lack currency on a national scale’;

prove -

'difficult to apply across a wide range of courses’;

and be -

'of limited interest to students intent upon ’A’ level qualifications’.

Students’ perceptions of the question of accreditation were overshadowed by their

concern for other themes considered previously. Where views were offered, therefore,

they were generally infrequent and, in addition, were restricted to the ‘A’ level

General  Studies  examination. These  students, usually General Studies candidates

themselves, saw the value of the course as twofold: it was -

‘advantageous to those going on to Higher Education, in terms of supporting an

application’,
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and it led to -

‘an additional ‘A’ level pass’.

Other than views of this kind, no further perceptions were offered.

Hiscellaneous issues

Residual data were conmected almost exclusively with the place of College Studies in
relation to academic qualifications.  Staff perspectives reflected both purely personal

standpoints on the issue, and student values. One senior member of staff, for example,

comuented:

'It’s probably right that the examination curriculum be staffed first and College
Studies afterwards; it’s probably right in as much as for wmost students the
exanination results do count more than College Studies courses (and for parents
and teachers it’s probably that way round). I don’t think I‘d want to disagree

with that to be honest’;

another tutor observed -

'Many students are here to do their ‘A’ levels - that’s all they’re interested

in';
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whilst a third remarked similarly -

‘Students think College Studies are a waste of time. They come to get

qualifications - but it was always the same when I was in 11 - 18 schools’.

For other staff, constraints of one Kkind or another were the operative consideration.

These were, variously:

’insufficient time to cover the subject syllabus’;

the outlook of university admissions tutors who, ‘by and large’ saw -

no value in a broad general education’;

and less-clearly defined factors alluded to in such statements as -

"1t would be nice to think we could place equal emphasis on academic courses and

College Studies, but in practical terms, perhaps that’s not possible’.

That such weighting was actually being signalled to students was apparent at least to

one group of students who were agreed that -

'College Studies should not be regarded as of equal value to examination courses’.
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Others confirmed that their perspective on the issue was as staff had largely indicated

- typical preferences being for:

'getting on with examination work’,

and a common arqument against current provision that of being:

too busy with ‘A’ levels’.

A few students did, however, suggest that College Studies could still find a place

alongside ‘a hectic examination programme’, for ‘those who were interested’, or where

'something useful might be learnt’.

This focus of perception apart, only one other issue was touched upon by participants.
Two groups of students made independent reference, in the ome inmstance to participation

in the programme reflecting ‘the reluctance of some staff’, and in the other to -

'the need for enthusiasm on the part of both staff and students’.

ANALYSIS OF INTERVIEW DATA FROM L E

In contrast to the two other case studies, the data from Settledon College produced a
single theme that was derived from the perceptions of staff actors only (although one
other theme was largely so constituted).  However, this particular theme - that of
'Marketing Strategy’ - was common to all three colleges in being identified in this

way.
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eting stra

Staff perspectives indicated that the wmarketing of College Studies derived its essential

impetus from two sources or initiatives.

The first of these, staff liaison visits and Students’ Admission Interviews, was
alluded to solely by staff at Senior Management level, who gave uniform emphasis to the
notion of the ’‘package’ which College offered - ie the range of experiences deemed
appropriate to students’ needs - and which it conveyed ‘explicitly’ prior to

applicants’ enrolment.

By implication, therefore, marketing of College Studies appeared to be conceived here
in terms of establishing the commitment of students to a broad view of the sixth forn
curriculus - a commitment which it was felt ought not to diminish following initial

acceptance of the educational arqument:

'Students are under no illusions as to their obligations in respect of the whole

package on offer - we do not spring it on them when they come here’.

L second strateqy was associated with the role of the Persomal Tutor, who was seen as

being -

'the key to the whole business in terms of reinforcing the importance College

attaches to College Studies’.
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Such aspirations were not wholly viewed as being without attendant problems, however:

the senior member of staff responsible for General Education commented -

'Tutors are supposed to discuss the balance of choices with students - they have

time to do this at the beginning of term - although some don’t’;

whilst a more junior colleague observed -

‘one tries as a Tutor to support general education, but there’s only so much that

can be done personally’.

The difficulties of the task in this area were further outlined by a member of the

Senior Management Teanm:

'T would quess that we are failing at the particular hurdle of convincing students
of the value of qeneral education. Nor are we likely to be able to do so; each
year the task begins afresh - unlike the 11 - 18 school where what goes on in the

sixth form is a carry over from what qoes on in the Lower School; we have nothing

to carry forward’.

These, in turn, governed the College’s criterion of attainment in respect of marketing

effectiveness, since it was felt that -

If College Studies can be sold to 50% of the students, that is a yardstick of

success’.
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tion of concept b 1

As proved to be the case in Medley College, no reference was made by staff participants
to the significance of the term given to the general education programme; its

underlying philosophy, however, prompted concern on a wider scale than in either Medley
College or Newfields College, in being addressed by over 50% of staff approached and by

a small number of students also.

Perceptions on this theme were directed towards four attitude objects:  staff
perceptions of the views of colleaques; staff perceptions of the views of students;

students’ perceptions of the commitment of staff; and staff disclosure of personal

commitment.

The first of these categories reflected, in part, actors’ judgements of the deqree of
support that College Studies attracted.  These judgements were offered at various
levels of responsibility. A member of the Senior Management Team estimated that the
proportion of staff ‘uncommitted to College Studies’ was ‘perhaps 20%’, whilst the

tutor responsible for the general education programme commented:

1508 of staff are less than committed; only one-third put maximum effort into the
programme; 1038 are actively looking to avoid making a contribution by putting on
courses where no-one attends and then not giving notification of their

availability.

Subject commitment is not a factor in the education - some of the best courses are
delivered by those who are often the busiest academically; nor are staff on Main
Professional Grade necessarily the ones who don’t pull their weight’.
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A junior member of staff on the other hand, offered a more general assessment:

'some staff are unconvinced, but in the wmain, staff see perhaps slightly more

pro-arguaents than con’.

With regard to those who were seen as being ‘unable’ to offer their ’‘full support’, the
question of subject teaching commitwents re-emerged for the College’s  Senior

Management:

'There are staff who find that the work involved with four ‘A’ level sets leaves

them with a perceived code of priorities’;

however, there were ’others’ who were -

'dismissive of "breadth", "width", and anything unrelated to teaching their

subject’.

staff self-perception on this issue revealed a range of standpoints - one of which

provided confirmation of the sentiments of Senior Management: as a Head of Department

remarked -

"o be honest, there isn’t the time to bother much about College Studies when

you’ve "n" ‘A’ level groups to teach’.

224



Among other staff there was a more compliant view: onme tutor (who currently had

perhaps untypically limited involvement in the programme) observed -

'The philosophical arqument for doing College Studies was determined by Senior

Management; and, speaking personally, I‘m prepared to go along with it’.

In so far as overall College policy relates to the commitment of those who determine
it, it also seems appropriate in this section to record the gemeral education programme

objectives quoted at Senior Managerial level; these were respectively:

‘(a) To provide a core of experiences which college believes meets the needs of
students; and to persuade them that how College sees them is how they ought to
see them. Students should, we believe, pursue a course that has greater breadth

than three ‘A’ levels.

(b) To provide a package that is coherent and unified.

(c) Although not a wmain objective, to provide components for those students who

wish to do A’ level General Studies’.

Staff perceptions of students’ views were consistent in both orientation and emphasis -

at least with respect to initial response. Student perception, it was felt, was: ‘a

problem area’; there was -

'an obvious divide between those having a positively orientated view .....’;
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and those whose reaction was: ‘a negative one’. They appeared, reportedly, ‘very

narrow in their view’ and had -

‘not been persuaded as yet of the value of general education’.

Interestingly, the position according to onme participant was not ‘the rosy one’ where

students -

‘came in for their Main Studies (gemeral education) and weren’t bothered about ‘A’

levels’,

vhich was depicted in one particular college by a visiting Principal. Rather they came

for -

'access to higher education, persomal development, social confidence and career
interests; mot with a view to broadening their outlook or recognising that

education is life-long and life-wide’.

Although staff participants at Senior Tutor level and above were of the opinion that
students ‘dislike’ of general education wmoderated substantially as time went by, for

others, a fundamental problem remained:
'Students have to accept the concept of a broad education or they will end wp

being very dull people. College camnnot sanction the ‘three ‘A’ level’ rentality -

we cannot go down the road of the lowest common denominator’.
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By way of inference from some students’ comments on the success of individual courses
(documented elsewhere) there was clearly some support for the notion that given staff
were committed to the courses that they delivered (and perhaps as a corollary to that,
to the philosophy underpinning the programme as a whole). However, the only direct
references to staff commitment were made by two qroups of Second VYear sixth formers,
who commented respectively that ‘lots of staff’ were -‘not supportive’, and that there
were individual tutors who actively promoted the idea that reqular attendance at

courses for which they were responsible was neither required nor desired.

Att factors

A second wide-ranging theme to which participants turned was that of ‘Attendance’.
However, it was noted that whilst the proportion of staff for whom it assumed
particular relevance was almost identical to that recorded above, the number of
students whose views were similarly categorized was substantially greater (than in the
previous instance) - in effect, by a factor of four. The sub-issues that were
identified were as follows:  maintaining checks on attendance; the reasons for
students attending or failing to attend; the proportion of those attending; and
students’ ‘obligations’ in respect of attendance. Each of the issues was addressed by

both students and staff.

According to Senior Management, attendance in given areas within College had been
‘problematic’ but had ‘now been tightened wup’.  Within the particular context of
general education, as elsewhere, the College’s ‘only written rule’ was specified as

being ‘that of attendance’.
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The process of monitoring and checking the same qave rise to reference to the ‘absence
slip’ system; for a few members of staff, this was synonymous with the notion of

'sanctions’; one tutor, for example, commented -

'Attendance 1is unsatisfactory though I do issue absence slips; there has been

discussion of bringing parents in if sanctions don’t work’;

whilst another observed -

rcurrent  sanctions are insufficient;  students opt out because of lack of
consistent follow-up. I‘n not convinced that alerting students to the fact that

absence from College Studies will be noted on their final report, will carry much

weight with them’.

There were also those for whom the absence slip system did not ‘work’ from ‘a personal

point of view/, as well as those who saw the need to ‘check up on absentees’, but who

found -

‘the majority to be genuine absences’.

Several groups of students - both Upper and Lower Sixth - made reference to the
'follow-up’ to absence, alluded to above, and offered corroboratory perceptions of its

*yariation from group tutor to group tutor’.
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A few thought that matters ‘should be stricter in this respect’.

As one Head of Department pointed out, the potential number of students attending any

given College Studies course varied according to ‘its slot on the timetable’.  However,

the same participant indicated that in his own specialism, it was perhaps the

compulsory nature of the subject to the age of sixteen which accounted for -

’so few students taking advantage of support’,

(ie the kind of course which was being delivered). Rather, students were -

Tencouraged to try new subjects’,

and this would, he suggested -

raccount for attendance differences in other areas’.

In one such area another Head of Department offered the view that whilst the majority

of those attending a course relating to his subject specialism also took the subject at

*p! level, students from other subject areas were -

‘coming along as a result of having heard about it’.
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Further staff perspectives on the issue related to the ‘limitation’ of choice of

courses; the anomaly of students taking ‘A’ level General Studies support courses and
failing to attend; and the discrepancy between the attendance records of ‘A’ level and
non-‘A’ level students respectively (being reportedly ‘better’ in the former case than

the latter).

Students’ perceptions of where their priorities lay, provided additional insights. A

group of second years felt that -

*Pine could be used more profitably at present’.

College Studies were found to be ‘disruptive’ if one was ‘busy with academic work’;
however, there was a consensus that second year students had been ‘prepared’ to do
courses in the first year, since at that stage it was possible to ‘coast along’ with
respect to academic study. A growp of first year students who ‘enjoyed College’

provided support for the notion that some students way well adopt such a view since
they ‘confirmed’ that they ’gemerally  attended’; another qroup, however, whilst

attending if they ‘had nothing else on’, saw a wmore pressing need to complete subject
essays if these were due for imminent submission.  Other wmotives were also in

evidence: some upper sixth students attended courses in the wmorning but left College
early if they were timetabled at the end of the day; whilst others suggested that the
whole question of attendance was bound up with the type or quality of the particular

courses that students were required to attend.
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The proportion of those attending, it was claimed, varied considerably, although low
attendance was often cited. Staff assessments ranged from that which was seen as
'acceptable’ -

‘seven "requlars" out of ten or eleven’,

or -

‘two-thirds to three-quarters of the twenty two who should be here - although that

would be judged unacceptable for any ‘A’ level lesson’;

to situations where -

'on occasions only two out of twelve might attend’,

and where ‘some’ had 'never been’ and ’many’ were 'missing’.

Students themselves typically thought that attendance was ‘poor, really’ and made

reference to several courses where attendance fiqures corresponded to the lower levels

quoted above.

Finally, members of the College’s Semior Mamagement highlighted students’ ‘obligations’

in respect of attendance. In the view of one participant it was -

"not unreasonable to expect students to attend’
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- for something they had ’signed up for’; College could not, it was maintained -

’sanction part-time students’

- the same commentator going on to declare:

'Pifty industrious students would need to nmake representation in my office to

convince me of the need for such an arrangement’.

A second actor reinforced the perspective in stating that when students had put down

their names for particular courses -

'albeit with a lack of enthusiasm’
- they had ‘a contract to attend’.
In those instances (mot widely encountered but sufficiently so to identify a body of
opinion) where students were conscious of any such obligations, it was the question of
'enthusiasm’ that proved a key issue, since it was suggested that although there was a

preparedness to ‘give things a go’, ‘ten weeks’ (the typical duration of courses) was

'a long time’ if something didn’t ’‘appeal’.
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Personal involvement

In common with Medley College and Newfields College, staff participants invariably
provided information about courses for which they were responsible;  however, fewer
additional issues were raised (by staff and students, where applicable). Those that
were so identified were student involvement in course delivery and constraints,

influences and reflections on the reasons for current personal commitments.

In the former inmstance, consideration appeared to be being given to a major shift in
students’ contribution to College Studies courses. At Senior Manmagement level, a
two-dimensional perspective was in evidence:  firstly, there was speculation that
students’ ‘more positive response’ as time went by might be inversely correlated with a
possible decrease in staff involvememt;  secondly, that an extension of such
arrangements ‘might provide an answer’ to the problems of student motivation and

commitment.

one head of Department in fact indicated that she had discussed with the tutor

responsible for general education -

'the possibility of an increased number of student-led courses’

since there were ‘none really so far’ except where staff had -

rasked students to take a session’.
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Students themselves made no reference to any inclination to be so involved, although as
recorded elsewhere, some did express a view that wore account should be taken of

students’ interests.

With respect to the second issue, some staff revealed that they had taken the

opportunity -

"to move away from the subject base’,

although others were ‘happier’ with the ‘familiar qround’, that, for example, the area

of support courses could offer.

whilst staff on the whole were viewed by Senior Management as being ‘excellent’, it was

felt that ‘some’ courses offered had -

'clearly involved no work at all’.

Others were subject to constraints of varying kinds:  indications being given, for
example, of academic timetabling commitwents limiting individual involvement in the
programme; of, in the case of one department, ‘a range of courses’ having been

offered, but time now being spent in covering the Multiple Choice section of the A’
level General Studies paper for students ‘anxious’ about their ability in the relevant
subject area; and of logistical problems affecting delivery of the particular course

which staff had intended to offer.
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Student take up of and continued participation in a number of courses had, it appeared,
resulted from the inherent quality of those courses (communicated via peer

recommendation and  determined by persomal experience);  although some participants
'confessed’ to not knowing why they had taken given courses, whilst others had found
that their expectations of content were not realised - as in the case, for example, of
one course which from its title students had anticipated as being orientated towards
'beginners’, but which in the event reportedly required a ‘background’ in the skills

area concerned.

Students’ optional icipation

This was another theme which assumed particular significance for students, in relation
to the attention devoted to it by staff. However, neither group of actors’ perceptions
were expressed in these terms to the extent found in either of the other two colleges.
One possible explanation for this way be the prominence here of the theme of
'Attendance’ to which the theme currently under discussion has been shown to have (to
varying extents) a correspondence. In other words, it is conceivable that the omne
has, to some degree, been subsumed within the other and that ‘participants’ perspectives

have been manifested preferentially in this way.
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In like contrast to the other case studies, no advocates of optional student

participation were found among staff participants. Among the few staff who did comment
directly on the question at issue, the position adopted was a generally adamant one
with clear cut terms of reference. One senior wmember of staff, for example, declared

that College would -
'mot be able to accept that students could not find something to interest them
fron the range of courses on offer. This would suggest how limited their

interests were’;

whilst another observed:

'a tutor should not accept that students cannot find two courses from a list of

twenty; they would be requested to look aqain’.

Although Senior Mamagement acknowledged that ‘negotiation’ was ‘feasible up to a

point’, it was suggested that there were some students within College who would -

'arque forcibly against doing anything on a compulsory basis’.

By way of illustration, the case was cited of ome student who presented her position

rarticulately and justifiably’; as a result, College had accepted the arqument and

tacceded’ to her request. Such an instance was, however, regarded as ‘an exception’.
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Students themselves drew attention to a range of issues, which gave rise to more
differentiated views within gqroups of participants than was often the case in other

thematic areas.

These perspectives were divided into four broad areas of concern.  Firstly, in
accordance with the pattern established in the case of Medley College and Newfields
College, there was a strong current of opinion in favour of optional participation
which was not subject to elaboration with respect to how such arrangements might be

panaged, or what benefits they might bring.
Secondly, there were those who saw in an optiomal commitment the ‘disadvantage’ of
students having ‘too much free time’ - an arqument that also dismissed the notion that

the time so ’saved’ could profitably be spent on A’ levels.

Thirdly, some doubted whether the student body as a whole would react in a

'responsible’ way to the choices before them - rather; it was suggested -

'people would be inclined to abuse the system’.

Finally, Upper Sixth students in particular were conscious of a ‘realisation’ that time

in the Upper Sixth was needed for -

’study upon which success depends’.
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This was, however -
'not a suggestion that participation should be compulsory in the Lower Sixth and

optional in the Upper Sixth - the First Year students would want the same

arrangements’.

ccessful as value of courses

The most marked feature of student perception in this area was the ‘acknowledgement’ by
post participants of the success of some aspect of the general education programme.

Thus, there were comments on the overall benefits of College Studies, the value of
support courses and recognition of the quality of individual courses.  Respectively,
College Studies courses had -

'provided a change and relaxation’

from academic study; they had -

'brought about student integration - of which there would otherwise have been very

little!,

and their number and range had -

'been drawn up with a view to trying to produce interesting courses’.
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Support courses were considered to be ‘useful’; they afforded ‘much needed practice’
and offered ‘help in passing examinations’. The wmajority of College Studies courses on
the whole merited restrained accolades from students: collectively they were judged to
be ‘OK’ and ‘reasonable’; individually, or by defined type, however, they drew more
enthusiastic approval:  some courses were deemed ‘interesting’, others ‘enjoyable’, and

'fun courses’ proved to be, reportedly, ’the most popular of all’.

As a parallel issue, it is perhaps worth emphasising here the pronounced absence of
expressed views among students relating to ‘condemnation’ or ‘dismissal’ of the value
of qeneral education, as reported among other participants in the study (although
'preferences’ are declared). FPor these students (on this evidence) there appeared to
be a tendency not so much to wholly reject the ascribed benefits of the programme, as
to see the issue in terms of deciding which aspects appealed and were of relevance to

then.

Staff perspectives were closely allied to those outlined above.  Accordingly, it was

suqgested, College Studies were -

’a complete change from examination work’;

a ’'welcome break’ from ‘mainstream activities’; and, in some cases - ‘1008 fun’.

Supplementary courses had offered ‘valuable opportunities’ to students and ‘extended
coverage’ to sometimes ‘crowded syllabuses’.  There were some ‘good’, ‘imteresting’ and
'popular’ courses - the latter evidenced in ‘at least one inmstamce’, by ‘two courses

having to be run’.
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In addition, the senior member of staff responsible for general education offered the

view that in his experience of visiting recreational activities, there had been:

'some splendid things going on’;
he further arqued the case for the value of the ‘A’ level General Studies examination:

'The cynics would say that it’s just a general knowledge test, but I feel it’s a

good test of awareness - a qood discriminator between those who have a good

general intelligence and those who perhaps have it but are not using it. It’s not

an easy option’.

Finally, Senior Management intimated that College sought to provide what students

preferred most (within the bounds of what was ‘practical’ and in terms of College’s

expectations as a whole):

'We try to ask students what they want from their courses, and some are involved

in the delivery of them. Probably 80% of students get their first or second

choice College Studies course’.

The need fo ing/i ity o

This particular thewe had noticeably less relevance for both staff and student

participants than proved to be the case in Medley College and Newfields College.
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The few staff who looked to the need for change spoke only in general terms about
instinctive reservations concerning the ‘appropriateness’ of the programme as a whole,

or aspects of it.

A notion that was common to perspectives on both a college-wide basis and within given
areas, was that of having ‘mot got it right as yet’. As a corollary it was suggested

that those who were charged with overseeing provision would -

'feel that College wasn’t offering students what they wanted at present’.

However, actors did not communicate any well-defined strategies for change;  rather
such evidence as was presented, for example, in relation to the nature of some support
studies, revealed uncertainty as to the ‘remedial’ action that might be taken, although
in one or two instances there was conjecture regarding the possible benefits that might
result from the adoption of Royal Society Arts courses, and the greater involvement of

students in assuming responsibility for College Studies modules.

Students themselves wmade relatively few proposals for change beyond their perception of
College Studies as ‘an area for improvement’. Two aspects of programme organization
and delivery were, however, referred to in these terms. Firstly, ‘qreater choice’ was

felt to be needed since -

'In some timetable periods there might be only three to four courses available’.
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To compound the ‘problem’ as they saw it, students expressed ‘frustration’ both at
there being ‘things of interest’ to which they did not have ‘access’, and the periodic

'dropping’ of courses when ‘a chance to do them’ presented itself.

There was some concern, also, for courses to be wade ‘more relevant’ to students’ needs
- for example: in relation to the various aspects of ‘life at university’; and for

them to make fewer ‘demands’ when students ‘already’ had -

'enough to think about without doing anything strenuous in College Studies’.

As suggested in the data derived from the other case studies, the theme of

hccreditation’ was similarly not dominant in Settledon College. Of those participants
for whom the question did assume some importance, all but a small minority viewed it in
terns of the Gemeral Studies examination at ‘A’ level, its status and value and the

potivation of those undertaking it.

For students, the benefits of accreditation in this respect were narrowly prescribed:
it served the function of ‘a third ‘A’ level’ although three ‘A’ levels plus General
Studies was not unprecedented; in similar vein, it was seen as gqiving students a

further opportunity to -

'get as many ‘A’ levels as possible’,
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although for a few it was simply: ‘something to do’. One small qroup of female

students proffered the view that students -
’should be allowed to take the examination in the Lower Sixth’,
but the line of arqument was not developed or pursued subsequently.
By way of contrast, several staff (qemerally those who were involved in the teaching of
the course) readily testified to the examination’s merits. The comments of one tutor

so engaged, serve to give the overall view:

'The examination is a difficult one. It’s a pity that the universities don’t

accept it, since an "A" or "B" tells you a lot more than a subject grade’.

(Another more senior member of staff, however was at pains to cite ome university which

now accepted the examination as: ‘a full-blown "A" level’).
With respect to identifying students’ views of the General Studies examination, the
staff concerned made an assessment which apparently corresponded with what students

themselves revealed, and which is exemplified in the following observation:

'Students don’t do the examination because they see the value of broadening their

education - it’s just another qualification’.
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Implicit within the perspective, of course, are values in accordance with those of the

previous respondent and those articulated in broader contexts elsewhere.

only a very few small number of students addressed the issue of intermal certification
- those who did, generally, thought it ’‘valuable’; no reference was made to the issue

by staff participants.

Course organization/orientation

The emergence and subsequent discussion of data relating to this theme in the present
case study is wmirrored in different ways in the amalyses conducted previously. All
three reflect a lack of independent ‘weighting’ by participants: one, Newfields
College, demonstrates an explicit inter-affiliation of thewe and the other two,

Settledon College and Medley College, exhibit an interwoven or ’‘sub-structural’ effect.

In the case of Settledon College the end product has been that of a comparatively small
amount of residual data. Exploratory interviews with senior staff revealed a concern
for exposition of organizational arrangements in respect of the amount of general

education undertaken and with regard to the quidance given to ‘A’ 1level General Studies
candidates in selecting from the programme (which students themselves often

reiterated).

A number of students (predominantly those in the Upper Sixth) further drew attention to
their perception of Course ’quotas’ being variously determined by the number of
students that staff ‘wanted’, and the effects of ‘blocking’ arrangements on access to

courses.
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Miscellaneous issues of col

One issue of common concern among students and staff was that of ‘feedback’ on course
quality, value and so forth. There were differing views, however, between the two
groups of participants as to the opportunities for such evaluation. The senior member

of staff responsible for the general education programme, for example, commented:

rstudents give us feedback in their comments and have the opportunity to make

observations in their Student Revieus’.

Students themselves appeared less conscious of both opportunity and process, suggesting
instead that there was no form of feedback other than attendance figqures and

continuation of a course in the event of it being well-subscribed.

Staff acknowledged, however, that College had -

not gone very far down the road of monitoring courses’.

Questions as to who would be responsible for this and what further administration it

might generate were raised as pertinent issues which had not yet been addressed, or

resolved.

Fewer references were made by participants to ‘examination priority’ than proved the
case in Medley College and Newfields College, but the tenor of comment was essentially

the same.
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Both students and staff noted that the concern of ‘many’ in coming to College was ‘to
pass examinations’.  For some students, the terms of reference were wmore precise:

there was ‘pressure’ to ‘achieve the necessary qrades’ if career choices and plans for
higher education were not to be ‘threatened’. In consequence, such participants viewed
general education as being not only peripheral to the process by which success nmight be

secured, but also as an obstacle thereto.

Finally, whilst some staff appeared ‘resigned’ to students’ perceived values in respect
of the place of general education, there were few who declared empathy with the same.
Rather there were references to ‘missed opportunities’ which in retrospect staff
themselves would have appreciated as students, to the ‘demoralising’ effect on tutors
of continued student apathy and to the problems of accommodating some students who

appeared to want little other than something to which nominal commitment need be given.

The issues which arise from analysis of these perspectives offer an insight to the
extent to which General Studies was, or was not, part of a curriculus that had become -

in the words of the Principal -

feies a monument to initial aspirations’.

Whilst all three colleges provided evidence of some consideration of changing

priorities in accordance with potential benefits to students, the scale of envisaged
change was greatest in Newfields College. This seems commensurate with the impetus
generated by the (then current) climate of imstitutional evaluation of long-established
cuwrricular practice, and centres upon the optimal effects of appropriate marketing and

reassessment of students’ compulsory involvement.
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Since increased choice and listening to the views of the ‘consumer’ were matters of
particular concern to students in this college, there is within the process of review,
a clear sense of concern for effective and successful forms of organisation which will

provide meaningful experiences for them.

Developments of this kind at Newfield College, however, would not, it seems preclude
the retention of core experiences which were deemed part of the institution’s role in

discharging its obligations towards those who chose to study there.

Strong commitment to early ideals by senior staff at Settledon College - and to
students identifying with these - appears to have limited the evolutionary qrowth of
General  Studies. Interestingly, however, students there are less prone to be
dismissive of the concept than those in the other colleges (despite low expectations on

the part of senior management of their support).

It is possible that on this basis infusion of the ethos behind Genmeral Studies had met
with more success than in the other two colleges. However, future progress in allaying
student dissatisfaction with the organisational arrangments that attend it may,

conceivably, be linked to developments in negotiating student involvement.

Medley College might be regarded as being interposed in terms of its outlook between
the positions represented by the other two colleges. This is exemplified by the fact
that whilst ‘optiomal’ student involvement was favoured by staff at Newfields and

opposed by those at Settledon, there was a more-or-less equal division of opinion at
Medley College. This is consistent with the broader ramge of perspectives which relate
to issues of change there than in either of the other two institutions and to the

general climate of the college (of which mention was made in Chapter 1).
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Additionally, whilst not seeking to review current practice as rigorously perhaps as
Newfields, Medley College was able to ackmowledge partial success and the evolving
nature of this part of the curriculum. In common with Settledon College, however,

there is perhaps a semse of self-fulfilling prophecy reqgarding expectation of students’

lack of commitment.
In pursuing its gqoals within the enrichment curriculun (and elsewhere) in essentially

diverse ways, Medley College wmay, it might be suggested, set itself an optimal

criterion of success of pleasing ‘some of the people, for some of the time’.
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CHAPTER 7

The following themes were derived from the data with respect to the provision of

pastoral care:

1 Perceptions of the concept of pastoral care.

2 Benefits arising from current provision.

3 Problems arising within current provision.

4 Tutorial activities.

5  Individual and group relationships.

6  Change and development.

ANALYSIS OF DATA FROM NEWFIELDS COLLEGE

The consideration of both informant and respondent perspectives in Newfields College
revealed differentiated facets of the structure and provision of pastoral care. Ten
Lover Sixth tutor groups with a cohort of TVEI students distributed among them, were
involved in the piloting of a tutorial programe which sought to develop Records of

Achievement.
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Since staff and student participants who were interviewed were drawn from amongst both
those who were affiliated to the programme and those who were not, the range of

experience of these actors was potentially less uniform than in Settledon College and
Medley College. Students within the Pilot had a timetabled fifty minute tutor period
once a week, whilst the remainder of the Lower Sixth and the whole of the Upper Sixth
had daily ‘Registration’ periods only (with occasionally extended sessions for specific

purposes, eg applications for Higher Education).

Individual atio

Of the six themes previously identified, that of relationships between tutors (both
'Group’ and ‘Senior’) and students, and among students themselves, assumed wmore
importance for participants than any other. The patterning of perspectives revealed a
dimensional  structure, and these  ‘sub-issues’ are characterized and  considered

successively.

Staff within the Pilot Tutorial Programme were divided in their views with reqard to
the effect that this had had on their relationships with students in their gqroup. Por

a minority, it was felt that no ‘significant’ change had taken place.

Teachers who offered practically-orientated subjects in particular, were of the opinion
that the ‘mature of the subject’ was such as to generate throughout, the kinds of
relationships that the ‘Pilot’ sought to promote. Thus these particular tutors had,

for example -

'alvays enjoyed close relationships with students’;
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had -

'ysually found the time to talk and discuss’;

and had habitually exhibited their -

'readiness to respond to individual problems’.

A larger number, however, were conscious of ‘improved’ relationships with their group:

for some it was the re-orientation of their tutorial function which had led to ‘getting

to know one another better’ and a shift in students’ perception of them as ’‘fiqures of

authority’. ‘Confrontational situations’ and -

'werely putting ticks against names in the register’,

had given way to -

'more students approaching their tutor than ever before’

and tutors doing ‘far wore’ than -

'merely providing the opening for the student to take the matter to the Senior

Tutor’.
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'More time together’ had, reportedly, brought tutors and their students ‘closer’ and
had helped the latter to ‘get on well’ with each other. Students in one Pilot tutor
group were able to confirm the social dynamics of the group in terms of increased
inter-personal skills; by way of contrast, students and their tutors in non-pilot
groups made reference to ‘associations’ on ‘an ability basis’ and noted the tendency

for situations to emerge -

'where people go into little huddles’.
Some Pilot tutors drew attention to the developing awaremess of students’ abilities to
ragsess themselves’ and ‘negotiate’. In one group, for example, 50% of students had
re-neqotiated their choice of course within the first term.
A further consequence of the closer relationships seen by most to have been fostered by
extended tutorial provision, was the increased proportion of parents who consulted
qroup tutors on College Parents’ Evenings.
In constant interplay here was the extent to which students felt able, or were seen to
feel able, to approach group tutors with their problems. It was an issue to which
widespread reference was made by staff and student participants alike.

With few exceptions, students perceived their tutor as someone -

'to whom a problem could be taken, if one arose’;
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someone who was sufficiently receptive to -

'allow viewpoints to be aired’;

and who was -

'alvays available to discuss things at other times (ie outside tutor vperiod) if

necessary’.

The perception was one that was common to both Pilot and non-Pilot tutor groups, even

though in the latter instance some reportedly saw relatively little of their tutor.

Tutors themselves were frequently of the opinion that they were ‘accessible’ to
students and drew attention to the arrangements wmade to resolve ‘the very personal
problems’ that they brought, either in terms of immediacy of response at qroup tutor

level, or in referring matters to Semior Tutors.

For several staff the issue assumed further importance with respect to the perception

of part of their tutorial function being -

'a point of reference outside a student’s subject area - someone else to whom they

(sic) can turn’.
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Although Semior Tutors typically saw themselves as being ‘available’ to students;

knowing them ‘quite well’; and being able, as a result of the Pilot, to ‘put names to

faces’ at an early stage in the College year, the perceptions of the majority of other

staff and student participants revealed -

'a sense of seeing them still as rather remote management figures’;

whon students -

'might lack the confidence to approach’;

and who may be known - initially -

'only from their name at the bottom of the report’.

Underpinning the theme was the issue of ‘Personality’. Tutors ‘outside’ the Pilot

programme were credited in some cases by their Pilot tutor colleagues in making -

13 real effort to get to know their students’;

the extension of tutorial provision was not, however, widely seen as being likely to

alter the perspective of those staff who were -

'presently disinclined to know students on a personal basis’,

255



who would -

not make that effort if additional opportunities existed’.

As a corollary to this, there was a view among Senior Management that since the success

of any tutorial scheme was -

'dependent on the personalities of those involved’

provision needed to be made for -

'those staff who were 1less confident about the relationship side of things, to

have the opportunity to find their own level of involvement in the tutorial

programme’.
Finally, there was reference to the issue of ’student autonomy’.  Staff perspectives
here were varied. For some, the question was simply one of knowing ‘a few’ students
'Jess well’ (than their tutor group peers) since they appeared to have -

'sufficient autonomy to solve their own problems’.

A smaller number expressed doubt as to whether students were encouraged to be
independent. For these participants, students had come to ‘rely’ on their tutor rather

than being -

'allowed to assume responsibility for their own decisions’.
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Cases were located among students to confirm these perceptions. Some were content to
resolve personal difficulties without recourse to their tutor, whilst others were of
the opinion that current levels of quidance and support were ‘unnecessary’ and that
tutors were ‘unlikely’ to influence students’ thinking at a time when decisions had

'already been made’.

Benefits arising from current provisio

whilst a number of the benefits of current pastoral provision were articulated in the
context of the previous theme, and are implicit within it, a common and separate focus
of attention was the function and value of a Record of Achievement which was compiled
and discussed in Tutor Period.

Staff in particular drew attention to the purpose of such a record in -

'giving students short-term objectives’;

affirmed their belief in self-appraisal as ‘an important skill’; and saw the exercise

of reporting experience as -

'helping students both to make a realistic assessment of their own ability, and to

decide what is best for them’.

The benefits of ROA were deemed by a few staff to be more evident for some students

than others.
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Thus it was suggested that GCSE students would profit since there was a tendency for
them to ‘lack such skills’, and that those taking CPVE courses were wmore easily able to
accommodate the initiative as a result of their experience of the certificate’s

assessment framework.

Students who were in fact doing CPVE, corroborated tutors’ perceptions of their

response and acknowledged that through ROA they were -

'becoming more aware of individual strengths and weaknesses’.

Other issues related to the further opportunities within the Pilot Tutorial Programme.
Tutors felt that increased contact time with students facilitated discussion of reports
and career aspirations in a ‘meaningful way’; that common concerns had ‘brought tutors
together’ to discuss what had ‘worked’ with students and what had not, and that such
foruns bad given them a ‘sense of optimism’ about the future; finally, the tutorial

systen was -

'giving students a broader base through which College might infuse its ethos’,

and was creating conditions in which students could be helped to ‘improve their

academic results’.

Whilst not welcoming their ‘separate identity’ in being part of the Pilot Programme,
students in these groups were conscious of the benefits they had derived, which were
variously  identified as: ‘developing  confidence’, the emergence of ! leadership

qualities’ and ‘broadening individual outlook’.
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Finally, there was (albeit less commonly encountered) a perception of tutorial sessions
as being ‘interesting’ and ‘more relevant’ than some of the Entitlement areas in which

students were encouraged to participate.

Perceptions of the concept of ral care deve

As a consequence of the college’s undertaking of a wmajor review of pastoral provision
immediately prior to and during the present study, participants almost invariably
vieved the concept of pastoral care in the context of current change and proposed

future development. Accordingly, the issues which emerged are reported in these terms.

About a third of staff who were approached made reference to the need for a tutorial
programme. It was suggested that at present, Records of Achievement constituted the
'yain thrust’ of Personal and Social Education, but that ‘as things developed’ a
programme would be ‘necessary’.  Tutors were, however, divided in their view of its
possible orientation and emphasis: the position adopted by those who saw a need for

prescription was exemplified by one Senior Tutor who remarked -

"There will have to be a structured programme for Tutorial; you can’t just leave

"n" tutors to do whatever occurs. People need support and quidance - especially

the inexperienced’.

Others left the issue as a rather wmore open-ended one, referring to the possibilities

of -

'extracting elements from the Central Studies Programme’,
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or including a ‘core’ of what was deemed ‘valuable’. Among these staff there was a

view that goals could be achieved -

'without the imposition of a rigid structure’,

and that any such programme would appear more appropriate if tutor groups -

"addressed issues as they assumed relevance’.

Tutorial work from this perspective was seen to be -

'not so much about delivering content, as concerned with inter-personal

relationships’.

Elsewhere, there was uncertainty as to what would be dome with tutorial time. Several

staff who were not involved in the Pilot Programme felt that although they seldom had

sufficient time to talk to students in their group, there would be -

’a lot of time to fill’ (fifty minutes)

under the proposed arrangements for a weekly Tutor Period.

Such anxieties were linked to a need for re-structuring to be -

'seen to have value for students’ -
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a notion which was further elaborated by one Head of Department and Liaison Tutor who

observed -

'Tutorials can generate artificial activities that are designed to meet objectives
that someone else has identified. If the idea is to be sold to staff, it’s qot to
be shown that it’s working and worthwhile. If students say they find it valuable,

then we’d have to go along with it, since we’re here to cater for them’.
Reservations were also expressed with regard to the specific place of Records of
Achievement in this context. Although Senior Management offered the view that, whilst
these should ‘play a part’ they -

’should not constitute the be-all and end-all’
of tutorial provision, there was concern among some participants that increased
reporting of achievement may not ‘justify the time spent’. Whilst the idea was ‘mot
without merit’ and the process ‘potentially valuable’, for these tutors the -

fusefulness of the end product’

was not proven, since few employers or inmstitutions of higher education attributed

'importance’ to it.
The role of the Tutor was conceived of in a variety of ways: several staff viewed
counselling/teaching/quidance as ‘synonymous’ activities and were ’mot comscious’ of a

dichotomy in role performance;
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these individuals, generally Pilot group tutors, were, reportedly -

'interested in, enthusiastic about and committed to’

- the development and extension of pastoral provision within College; others were said to be -

"happy with the role of clerk’,

to -~

'feel unqualified to write references or to counsel students’;

and to be content to leave matters to Senior Tutors, who had been given -

'both the time and the remuneration to attend to them’,

The latter’s role was, however, seen by both Senior Tutors themselves and by Senior

Management, as being likely to change. There were ‘likely to be fewer’ such posts -

‘perhaps 5 or 6’ - and incumbents might be expected to -

’lead teams of tutors in an active way, rather than just supporting individual

staff’.

The management of change was a subsequent issue which attracted wide-ranging attention.
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Those who were instrumental in effecting pastoral innovation, or who were ultimately
responsible for it, revealed an awareness of the ‘likely demands’ that would be made on

those who had -

"been in College for a very long time’.
Although extension of pastoral provision would be ‘dome gradually’, until ‘full
integration’ was achieved, particular consideration would, it was felt, have to be
given to those staff who were respectively described as ‘the substantial rearquard’
who would ’resent change’ and ’‘the half-dozen’ who would be -

*apprehensive about the move toward greater tutor responsibility’.

The issue was one which Senior Management recognised as needing to be -

'handled with great semsitivity, with staff being carried along stage by stage,

and with the arquments being presented carefully and discussed’.

Additionally, it was observed that the -

'implications of extension to the Pilot in terms of in-service training’

were ‘considerable’.  Much training, it was suggested, would need to be ‘in-house’,
although the substance of what was currently being debated was, allegedly, largely left
to the decisions of the Staff Working Party on Pastoral Care as to the identification

of staff needs in this respect.
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Whilst students’ generally positive perceptions of the ’infrastructure’ of pastoral
care were implied in their accounts of relationships with tutors, relatively little
reference was further made by, or to them, with regard to their perspectives on the
issues discussed above.  Students within the Pilot Programme were thought by some of
their tutors to be ‘generally tolerant’ of it (their differentiated ‘treatment;

notwithstanding), although doubt was expressed as to whether they fully appreciated its
purpose.  Students themselves, although conscious of some of the benefits (previously
reported) which had accrued, tended on the whole to substantiate their tutors’

appraisal in being unaware of the ‘point of the exercise’.

Those students not included in the Pilot Programme who offered an opinion on the value
of a Tutorial Period, suggested that ‘the half-dozen, or so, per year’ that they were
required to attend were ‘not looked forward to’. Thus ‘on this basis’, an extension of
tutorial provision was, in their view, not wmerited. A number were however agreed upon
their preference for Group Tutors to make an overall assessment of students’

achievement at College, since it was felt that Senior Tutors couldn’t ‘really know’

individuals on the basis of ‘a ten minute interview’s.

There was less support for greater reporting of achievement as a formative activity in
tutorial time, since it was said to be the case that reviews of progress took place in

subject areas.

* Some staff did, however, indicate to the researcher that ‘a verbal account of the
student’ was given by Group Tutors to Senior Tutors, prior to the writing of a

reference.
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Problems arising within current provision

Some of the problens which participants saw as facing college in planning the
development of pastoral provision are set out in the context of change outlined above.
Those that are reported here are not essentially divorced from this process of change,

but rather perceived practical difficulties which attended current arranqgements.

Both students and tutors alluded to ‘negative perceptions’ of tutorial content which
stenmed from previous student experience in feeder schools. Tutors made reference to

instances where suggested activities that were undertaken had -

"been done by students already’,
and of disinterest in the work in qeneral following prolonged emphasis on PSE in the 11
- 16 phase. Motivating students in these circumstances proved ‘difficult’, especially,
it was suggested, when many students appeared to need no motivation other than the
‘objective of passing examinations’.
Other problems of a similar nature were identified as -

'the overlap between Core Plenary and the ground covered in Tutorial’

(although it was stated that the issue was one that was ‘being worked upon’); the
perception and use of ‘icebreaker’ activities, which were ‘misunderstood’, taken ‘too
prescriptively’ and ‘mot adapted’ as necessary; and the ‘undue amount’ of time spent

by some tutors on ‘paper exercises’.
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At Senior Management level there was a view that additional difficulties had arisen

fron the ‘lack of progress’ made by the Working Party on Pastoral Care, where, it was

felt, that ’in many ways’ matters had currently -

'qone no further than at the same time last year’.

This corresponded to the opinion of some of those involved, that there had been -

"too much consultation at this stage’;

and that pending changes to the Senior Management of the College, there should have

been ‘a directive’ for the duration of the Academic Year.

However, staff at all levels of responsibility and experience were conscious of ‘the
speed of events’ in relation to the implememtation of a Record of Achievement within a
framework for extended pastoral provision, and of the consequences of ‘insufficient

time’ for training, discussion of objectives and dissemination of information.
Arrangements for Student Induction were thought by several senior staff participants to
be ‘unambitious’. A ‘more elaborate’ format which facilitated qreater integration

between existing and prospective students would do more to inform the latter -

'what College had to offer in broader terms’.
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Students themselves confirmed on occasion that contact with subject tutors had been a
major focus for Induction and that opportunities for increased contact with existing
students would have been to their advantage.
Tutorial activities
As indicated earlier, differentiated tutorial provision within the college gave rise to
a range of participant experience and, correspondingly, to a variety of perspectives on
tutorial  involvement.  The contrasting perceptions which were revealed were not,
however, confined to a broad division of those who took part in the Pilot Programee and
those who did not.
Within the Pilot Programme itself, there was said to be -

'some commonality of approach, but much diversity of practice’.

In practical terms this variety was seen to be reflected in -

'a number of tutors sticking very closely to materials issued by the Pastoral

Vice-Principal (and who would be lost without them);

whilst others were, reportedly, ’independent in their approach’, or were seen only to -

’fall back on them as an aid, in the absence of anything they might wish to do

themselves’.
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For both of the ascribed categories, cases were found of staff participants who chose

to illuminate their experience in these terss.

Students in Pilot Tutor Groups focused on the wuse of Tutor Period in relation to

Records of Achievement. Some had completed -

! a whole six months of statements and reviews’

and had ‘done very little else’, whereas others commented that they had ‘just discussed

things’ and had -

ot actually done any recording as yet’.

In those tutor groups where time was perceived as being spent in -

'doing Records of Achievement to the letter’,

staff appeared agreed upon their rationale as that of -

'bringing students to an understanding of their strengths and weaknesses’.

Students in such groups, however, tended to express a preference for opportunities for

talk and discussion.
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Although Tutors ‘outside the Pilot Programme’ had, reportedly -

‘asked for materials to use with their own groups’,

the self-perception of a number of non-Pilot Tutors was that they ‘did very little at
present’, ‘gave out notices’, ‘saw one or two students’, ‘chased bits of paper’ (in
relation to meetings, trips and absence), ‘chatted to the group’ and allowed tutees to

‘chat amongst themselves’.

This focus of activity was similarly depicted in the declared experience of non-Pilot
student participants, who “‘sat and talked to friends’, ’‘did homework’, ‘received

information about college’ and ‘sometimes spoke to the tutor’.

ANALYSTS OF DATA FROM MFDLEY COLLEGE

Although all students in Medley College were subject to tutorial arrangements in a way
that students in Newfields College were not, ie all were timetabled for daily

registration, a longer weekly administration period and a fifty-minute weekly tutorial
period, participants’ perspectives suggested considerable diversity in the conception

and practice of pastoral provision.
The responses detailed below appear, at least in part, therefore, to be a function of

experience derived from personal interpretation and the preferences of individual staff

(although some common issues are identified).
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Two views related to this lack of commonality, though dissimilar in casual attribution,
were articulated at Senior Tutor level and above. The first emphasized the need for

specification of -

'an agreed philosophy for what’s supposed to be going on and what the objectives

of the tutorial programme are’.

since such matters had, reportedly, not been clarified. The second focused upon the

inplementation of policy which had been agreed but not realised:

'peedback from several quarters makes it quite clear in many cases Tutors have not

fully understood what it is they’re supposed to be doing’.

Both illuminate the context which is explored through analysis of the themes listed.

As the quotations above imply, an area of weighty concern for staff in particular, was
the concept of pastoral care and the implications of this for the performed role of the

Personal Tutor.
Since participants’ perspectives on this theme frequently related to the problems

arising within current pastoral provision, the resulting issues are presented in like

nanner.
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Exploratory interviews with members of the Semior Management Team provided personal

overviews of staff attitudes and response. One participant commented -

'The single weakest thing that we have as a college, is that in many cases staff
do not take their tutorial role as seriously as their teaching role. The problen
isn’t quite so wmuch that of tutors knowing what they might do, but more one of

their basic attitude ..... ',

Other interpretations were in evidence, however, in respect of emphasis:

'There are many things which we rely on Tutors to do and which are perfectly
soundly dome.  Most staff don’t naturally qravitate ‘towards the enhancement of
that role, but I don’t think it’s a weak link particularly. In terms of time

commitment, however, subject teaching is always going to be a priority’.

Staff themselves offered a range of perspectives which underlined an ‘on-going debate’
within college and the efforts made to secure consensus. Those who looked to questions
of ‘philosophy’ made reference to such diverse issues as the involvement of pastoral
concerns in subject teaching; the need for these to underpin the curriculum and
a narrowing of the tutorial role as a consequence of the pursuit of broader
cross-college objectives;  whether the concept of pastoral care had been ’‘sufficiently
thought through’ rather than absorbed as ‘accepted wisdom’; how far tutorial provision
might help ‘bring together’ students with ’‘differentiated areas of experience’;  and
how college might address the issue of response in an area where students’ attitude on
the basis of their experience in 11 - 16 schools typically qave rise to a lack of

enthusiase and interest.
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Equal attention was focused on day-to-day arrangements and the practical issues of

tutoring. College policy in respect of tutorial grouping was declared as -

'a deliberate strategy in having each tutor group as a microcosm of college as a

whole - necessary in order to give the institution some sort of cohesion’.

Two problems arising from these arrangements were, however, perceived by some

participants. The first of these concerned the allocation of prospective students to
tutor groups prior to the commencement of their course. Pre-term student withdrawal
reportedly disturbed the balance of these groups in some cases, rendering the strategy
less effective.  Secondly, a ‘vertical’ tutor group ‘mix’ created difficulties for
some, in respect of offering activities that wmet the needs of all studemts (a wajority

of staff participants were, however, in favour of this form of grouping).

At Senior Management level, students’ general perspective of the Personal Tutor was

seen to be that of -

rsomeone whose job it is to mark the register, and little else’.

The model which had been conceived in the setting up of the college was, however -

'much more that of the Personal Tutor at University’.

Close personal contact with students, being ‘keyed into’ them as individuals, had been
felt necessary in order to avoid study programmes ‘coming apart’. The Personal Tutors’
essential task in these terms was, therefore, that of trying to take an ‘overview' of
the experience of particular students for whom they were responsible.
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Translating this in practical terms was not without attendant difficulty, however, in

respect of the variety of professional background and outlook of staff:

'We've qot tutors in all kinds of positions: those who know exactly what they're
supposed to be doing, have fully understood what the aims and objectives are and
have spent a great deal of time and trouble making it work for their group; those
who do understand what they’re supposed to be doing, but aren’t - either because
they don’t have the skill or the will; those who are extremely well-meaning, but
who despite all the in-service training, have still not understood quite what
we're trying to do (because in some cases they’ve had twenty five years of bad
practice to get out of their system); we've got some staff who simply don’t value
this sort of thing; and we've got those who feel somewhat bewildered, and who
feel that they’re being pulled in too many directions at once, and we continue to

support them as well as we can’.

Opinion among tutors varied with regard to the need for quidance in performance of
their role. Some enjoyed the ‘flexibility’ of operating according to their own
predispositions; others saw a need for discussion of tutorial objectives in tutor tean
meetings which were ‘all ‘too frequently’ given over to matters of administration; a
third qroup looked for greater comsistency in the provision of support in respect of
resource materials - one ‘tutor team had, reportedly, been ‘inundated with material
initially’ and then subsequently ‘left’ to ‘pursue individual interests’, whilst
pembers of another group claimed to have had no wmaterials wmade available to them by

senior colleagues.
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The function of the weekly tutorial period was also subject to a variety of emphases:

though -

'a prime area of student criticisw’

according to one Senior Tutor, the period was -

'necessary to do some of the things like talks, careers, etc, which could not be

done in a shorter session’;

alternatively, in another tutor’s view it was -

'a valuable opportunity for people to catch up on their administration’;

or yet again -

'a chance for extended contact with students, though mot to do the activities

suggested’.

An issue which revealed a broadly-based divergence of perception between staff and
students, was that of ‘coumselling’. For the former, there was a general understanding
of the notion that whatever was entailed was part of the tutor’s brief, although
according to several sources, the practice and effectiveness of the same ‘varied’ as a

result of -

'different staff attitudes, involvement and expertise’.

24



This ’inconsistency’, which arose from dependency on the individual tutor, had further

given rise, in the opinion of some staff participants, to -

‘some student resentment of tutorial programme time’.

For students, however, there was a markedly less uniform association between the
activity and its source. A significant number expressed uncertainty as to whom they
might approach and were critical concerning the lack of information on the matter;
others viewed it wholly, or principally, in the context of careers advice and Higher
Education destinations; a few were comscious (or indicated as such) of facilities for
'student welfare’ and of a ‘specialized’ role which tutors genmerally did not appear to

fill.

The cyclical nature of the essential problems inherent in the delivery of the pastoral
curriculum was clearly evident in students’ observations. Tutorial work was identified

by one group of Second Year students as -

'What everyone dislikes most’.
The basis for this aversion was variously articulated as its being ‘a waste of time’,
'uninteresting’, ‘mot relevant to students’ persomal needs’ nor mindful of their

interests. As a result, it was suggested, students were reluctant to participate and,

in consequence, did not derive the bemefits they ought.
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Though explicit reference to the developmental goals of the pastoral curriculum was
seldom made, some students alluded to their expectancy of their being some

clearly-defined point to timetabled tutorial sessions and appeared frustrated at not
being able to identify this. Additionally, there was some awareness of the necessity
for an individual interest to be taken in students so that persomal needs might be met

through the work undertaken.

Although the issue is one that is examined further under the heading of ‘Tutorial
Activities’, it is pertinent to note here the extent to which students’ perceptions
highlighted the diverse approaches of staff to use of tutorial time - resulting at the
one extreme in an apparent lack of any form of structured activity and at the other in
an unremitting succession of ‘set tasks’ which precluded student contribution or

neqotiation in the selection of the same.

whilst two staff referred to the ‘discussions’ they had had with their students
concerning the way in which tutorial time wmight be wused, there was little further
evidence from students themselves that this practice might be widespread, despite the

inportance that the latter appeared to attach to its adoption.
An overview of the problems in this area which faced the college at the time of
research, was offered by the Principal; given the perceptions outlined above, it seems
both informed and realistic:

Despite our efforts, it’s still not working right; we've still got a long way to

go’.
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Change and development

A number of the issues identified above have clear implications for change and
development. Those that are examined here sharpen the focus upon some of the solutions
perceived by participants. An inmsight into the process by which the college sought to
address the problems of wmanaging the pastoral curriculum was gained from those at
Senior Management level, who claimed that ‘considerable time and effort’ had been

invested in trying to -

're-educate colleaques into a more advanced view of what a Personal Tutor is’.

Tutors reportedly ‘got together’ and talked about what was ‘going on’. These meetings,
chaired by Senior Tutors, were also said to incorporate discussion of ‘what was to be
done’ in respect of improving the delivery of pastoral care. It is interesting to note
here, however, the contrasting perceptions of some staff participants of the wuse of

tutor team meetings referred to in the previous section.

whilst there was an undercurrent of dismissive opinion among both students and staff
concerned the  ‘inoperability’ or  ‘inappropriateness’ of present  arrangememts, a

significant number took wmodification of the same as their terms of reference. One
issue so addressed was that of the need for qreater emphasis on wmeeting students’

individual needs and dealing with their individual problems. For some, the solution
lay in the provision of more time or increased opportunity; for others, the targeting
of the work undertaken was seen to be the remedy - either in terms of directing it
tovard those who appeared to be in greatest need, or in making it wore

*individualised’.

277



A third group were of the opinion that the particular could be manifested in the
general in respect of wmore time being devoted to discussion of students’ overall

personal development from 16 - 19.

This theme of ‘intimacy’ was further apparent in students’ preference in a number of
instances for smaller tutorial groups, more time and opportunity to ‘get to know’

others in the group (including activities that would help them cohere as a social unit)
and more extensive employment of quidance and counselling ‘interviews’, which were ‘too

often’ left to student ‘self-motivation’.

The question of optional attendance arose in conmection with ‘talks’ that had been
given by visiting speakers during tutor time. Whilst it was frequently felt that a
mmber of these had proved ‘useful’, their relevance and interest to all was deemed to

be questionable by some.

There was a qeneral desire among students in particular tutor groups for tutorial work
that was ‘more exciting’, ‘more relevant’ and ‘more structured’.  Alternatively, it was

suggested that students would prefer to be left to ‘their own devices’.
In consequence, perhaps, there was a not insubstantial body of student opinion which
held that a fifty minute period was ‘too long’ and various distributions of tutorial
time were sugqested, with a shorter unit or units as their common theme.
For many of the students interviewed, their experience of tutor periods needed, simply,

to be a ’more interesting’ one.
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Individual relationshi

In common with Newfields College, the theme of ‘relationships’ attracted participants’
attention on a fairly wide-ranging scale. One aspect of this was that of peer group

interaction and association. For one member of the Senior Management Team there was -

'a sense in which the tutor group has, or can have, an identity, which is wuseful
and gives students the opportunity to make friends with people they might not

otherwise have known’.

This view was supported by several other staff participants who perceived that both the
tutor gqroup as an organizational unit and the provision of activities that wmight be

pade within it, had the potential to develop, in the words of one tutor -

’a feeling among a diverse body of individuals’.

There were discrepant cases, however, where it was ‘acknowledged’ that the current form
of tutorial grouping (ie ‘vertical’ structuring) would not counteract the tendency of

students of similar academic background to ’‘seek one another out’,

However, this premise was not proven in the observations of students themselves; where
evidence of association was apparent, it related to the opportunities that students had
(and clearly appreciated) for ‘getting to know’ those whom they would under other

circumstances not have known.
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The tutor group context had, for a majority of students, promoted firm friendships;
helped to ‘break the ice initially’ and subsequently cultivated a semse of social ease
and social awareness; facilitated skills in groupwork and provided a point of extended

contact when discussions could be undertaken or more informal talk indulged in.

Staff varied in their evaluation of the time taken to ‘come to know the group’ and to
'develop a relationship’ with them. For some, familiarity and rapport was ‘quickly
established’;  for others ‘the beginning of the second year’ had brought a closer
affinity. In a mumber of cases staff were conscious of the extent to which they knew

rextrovert’ students or ‘those with problems’ rather better than the general majority.

Nearly all, however, welcomed both the collective and individual contact with students
that tutorial time afforded and the opportunity that the role of Personal Tutor offered
for a 'different kind of relationship’ from that experienced in subject teaching.

Inevitably, perhaps, tutors were also aware of the small number of students who were
'happy to be autonomous’, sometimes to the extent of them remaining relatively isolated
fron the general social focus of the group.

whilst the Personal Tutor was acknowledged by Senior Management as -

'someone who is officially available to students when the need arises’,

it was pointed out that students were free to approach (and reportedly did approach)

members of staff with whom they felt ‘most comfortable’.
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Most tutors were ‘happy’ to offer advice to students and generally ‘confident’ in doing
this; of those who volunteered an opinion on the question of counselling, however,
none felt ‘qualified’ to do so, though there was some suggestion that one nmight

(perhaps ‘erroneously’) be considered ’skilled’ if a training course in the same had

been attended.

Students’ perceptions of their relationship with tutors tended to demonstrate that the
balance of help/quidance/autonomy was ‘about right’ and that they were treated in ‘an
adult way’. Although ’some staff’ had, reportedly -

'the same attitude towards students as in 11 - 18 schools’

the majority encouraged a relationship that was markedly different. Tutors could, on
the whole, ‘be regarded as friends’; ‘be approached with a problem’; ‘be talked to

easily’; be ‘relied upon to offer care and support’ and to ‘give freely of their time’

upon request.

The role of ‘Induction’ in ‘’setting the tome’ for staff/student relationships within
college was referred to on a relatively limited scale, but for those staff for whom the
issue proved a sufficiently prominent onme, existing arrangements were considered to be
'very effective’, ‘friendly’ and of such a duration as to allov student integration

into college without an ’inordinate amount’ of tutorial work.
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Tutorial activities

Examination of the practical issues relating to the delivery of the pastoral curriculum
(in terms of the tutorial work undertaken), has already been informed by points raised
in the introduction to the data amalysis and subsequently in the section on Perceptions
of the «concept of pastoral care/problems arising within current provision.  What

follows serves to further illustrate the range of practice and experience referred to

there, in the context of the framework described by the Principal:

To encourage good practice we've put it together as a ten-minute meeting on three
days, which really is just Registration and notes for students; one day of the
week we have half an hour - and we try to schedule the administration for that;
then we’ve got about an hour when good things should happen. It’s supposed to be
a plamned programme of experiences, but it’s not prescribed. By the end of the
year it’s expected that certain things will have been covered - that various

activities will have taken place. That will include things such as careers, study
skills-type activities - where appropriate to a subject-free context, health and
moral education, socialising into the college way and just getting people to feel

happy and settled and to keep them on an even keel’.

This ‘loose framework’ was conceived as a means of -

"trying to support tutors of varied experience and competence’,
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since there was, reportedly, ’‘a set of activities’ available for selection (and
adaptation where necessary) by those staff who found tutorial work ‘extremely
difficult’, and the flexibility for others to devise their own where they so wished and

had the necessary expertise.

As noted elsewhere, staff’s notions of the purposes to which tutor time (ie the

textended period’) might be put, varied comsiderably.  Some staff used the session
'gainly to talk to individuals’, although this was not generally countenanced by Senior
Management, who saw a need for involvement of ’‘the whole qroup’, since the timetable

offered sufficient flexibility to make it possible for students and tutors to -

'get together at some point without using the period for that purpose’.

Others had embarked upon a more ’contractual’ arrangement with students in respect of
putting ideas to the group for adoption or rejection. 1In some cases this involved an
agreement concerning the overall structure of the session - for example: whether a
'set programme’ should be followed with predetermined discussion topics and so forth;
in others, whether a particular activity was deemed relevant or useful. In one group,
students themselves had assumed the initiative in introducing role play situations.
Both ‘formal’ and ‘informal’ approaches were adopted, with some tutors advocating a

combination of the two.

Tutors from different tutorial teams revealed differing emphases upon the provision of
resource materials, although Semior Tutors - according to one Senior Tutor - followed
the common practice of offering materials to staff, but left it up to them to decide

what to use.
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Students referred to a ramge of tutorial activities which included:  ‘discussing
individual progress with the tutor’, ‘playing gqames’, ‘having lots of things to fill
in’, ‘'doing homework’, ‘role play’, ‘sitting around’, ‘discussing things as a gqroup’
and ‘attending talks’.  Additionally, both students and staff made reference to
particular ideas which had proved ’‘successful’, such as the construction of flow charts

and team approaches to ‘practical problem solving’.

The targeted areas of experience envisaged by the college’s Senior Management and
quoted at the beginning of this section, were not referred to in explicit terms by
participants.  Their interpreted significance and the extent to which they featured in

tutorial work can, therefore, only be quessed at.

As in the previous case study, the benefits arising from the current pastoral provision
in Medley College are particularly demonstrated by participants’ perspectives on the
theme of [Individual and gqroup relatiomships. The data pattern in this section

indicated that the role of the Personal Tutor and the tutor qroup itself facilitated a
close bonding between students and their tutor and among students themselves. In these
terns, tutorial time had provided a welcome opportunity for extended contact of a

qualitatively different kind from that of subject teaching. For a significant number

of Lower Sixth students, additional benefits related to -

'keeping in touch with college and its changes’.
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The highlighting of this essentially administrative tutorial function 1is interesting in
respect of what it reveals about the value placed by this group of participants on the
acquistion of ‘relevant’ information, and its relationships to research which has

identified students’ anxiety on a newly-instituted sixth form induction course to seek
quidance of a ‘utilitarian’ rather than a ‘personmal’ nature’. Mong similar lines, the
same students expressed their approval of vertical tutor qroup arrangements which

allowed them to seek information from Upper Sixth students. There was general

agrecment among students regarding the quality of Careers quidance, which was felt to
be ‘helpful’, ‘well-informed’, ‘really wuseful’ and ‘sympathetic’.  Particular talks had
been enjoyed and were thought by students to be valuable on the whole, given freedom of
choice in attending. Several staff participants also endorsed the concept of talks and
were ’‘happy’ to accept gqroup withdrawal for the same (although onme participant voiced

uncertainty as to whether this ‘qualified’ as ‘tutorial’ work).

Additional benefits cited by staff included: the overall view of progress which the
role of Personal Tutor afforded and the capability to aid progression; the authority
invested in the Personal Tutor (co-existent with support from Semior Tutors, where
required or requested); idemtification of the needs of the age-group; the adoption of
a more widespread practice of negotiation with students and their greater co-operation
and participation - particularly with regard to decision making processes; and the

personal attention, care and support which it had been possible to give.
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ANALYSIS OF DATA FROM SETTLEDON COLLEGE

tions of the concept o al

of the staff participants in the three = colleges, those in Settledon College
demonstrated the greatest «concern for and commitwent to the principles of pastoral
care. Over 603 of those intervieved made reference to a philosophy to which ’College
as a whole’ subscribed, although the aims and objectives for the same had -

‘only just been documented for the College Management Plan’.
Senior pastoral staff (ie Senior Tutors) and the Senior Management Team emphasized that
the pastoral system within the college was ‘more directed than some’. There was a
declared belief in genuine equality of opportunity for students in respect of access
to:

'quality of care not merely dependent upon whom students happen to have as Tutor’.

The ‘ideal goal’ of quality across the tutorial team was, it was felt, therefore, one

which should be ’pursued’, despite being an ‘ambitious’ one.

Central to these aspirations was the notion of education being -

’1ife-long and life-wide’;
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care, it was suggested, did not cease at a given moment in time, and students were,
perhaps ‘somevhat arrogant’ if they were of the opinion that their time in 11 - 16

schools had adequately equipped them for everything that lay ahead.

The ‘way forward’ for one Senior Tutor was seen to be via the -

'pastoralization of ‘A’ levels’;

yet whilst this had proved feasible in the case of his own personal teaching programme,

it was acknowledged that such an approach was -

runlikely to be fully achieved’.

In respect of matters of organization, three issues were identified.  Firstly, there
was an acceptance of criticism from schools that colleges had artificial divisions
between ‘pastoral’ and ‘academic’ - but, it was arqued, some students were in college
for as short a period as nine wmonths, and a ‘slot’ for care had, therefore, to be

created. This did not presuppose, however, that the college had to focus on either
rcare’ or ‘teaching’ (a point emphasized elsewhere by other staff, who saw a need for
'equal emphasis’). Secondly, as in the other case studies, a ‘core’ of activities was
deemed necessary within the tutorial programse. This would include such topics as
'Health Education’ and ‘Study Skills’ and would be incorporated irrespective of

students’ enthusiasm for or appreciation of the same. Thirdly, ‘vertical’ tutorial
groupings had, reportedly been favoured by all staff, with, according to one Senior

Tutor, an ’emphasis’ on 'interchange’.
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This unanimity is interesting in the light of the College Principal’s revelation of his
pointing out to staff that a ‘year group’ would provide a ‘homogeneous audience’, and
his belief that staff had felt that this particular form of organization was what they

'should agree to’ rather than ’‘what they wanted to do’.

The role of the Personal Tutor was also of significant interest to staff at this level.

Tutors were -

'needed to maintain information about students’;
someone to whom they could -

'turn as a friend, or a quide in times of uncertainty’.
It was considered important for staff to be ‘three-dimensional’ - to be seen as
'teacher’, ‘tutor’ and ‘an individual with outside interests’. The route to success as
a DPersonal Tutor was not necessarily via the ’‘celebrated wisdom’ of ’standard’ works on
pastoral care in the sixth form, by which some were ‘overwhelmed’. Instead, staff
pight seek to adopt a visible ‘vulnerability’, which whilst, perhaps, not an

‘objective’ was nevertheless important in respect of students’ perceptions.  There

were, however, attendant problems with reqard to those staff who could not -

'cope with this level of personal interrelationship’.
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A nmumber of staff participants at lower levels in the management structure were content
to ‘go along with’ pastoral provision in terms of what had been decided regarding the
tutorial programme.  Several different reasons were offered for this ‘compliance’,
including the flexibility for tutors to approach wmatters in their own way, a reduction
in the pressures or onus of respomsibility, the intrinsic interest of topics which had
been selected, and the obligation to investigate the usefulness and relevance of

material which had been compiled ‘with some care’ by the Pastoral Teanm.

Discrepant cases were, however, encountered - the common ground to which was that the
tutorial programme was ‘too intrusive’.  Several staff also offered the view that

colleaques ‘subconsciously acknowledged’ that -

'perhaps tutorial work was less of a priority than subject teaching’,

although those that did so professed not to espouse similar views themselves.

staff frequently advanced the idea that students ‘probably’ saw the tutorial programme

as ‘a waste of time’, or regarded it in wuch the same light as College Studies, ie as

fan irrelevance’. It was also suggested, however, that whilst the value of the

programse might not be acknowledged, students did tend to ‘accept’ what was offered.

Students themselves referred, perhaps surprisingly in view of the ‘directed’ nature of

the programse alluded to earlier, to a ‘lack of organization’ which tended to limit the

programme’s value, and hence in their view to obscure the purpose in there being one.
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Additionally, how useful tutorial time proved to be was seen to be dependent on the
tutor concerned, whether students attended in sufficient numbers and whether those who

did attend were prepared to be involved in a given activity.

Individual relationshi

Although participants’ perspectives on the theme of individual and group relationships
have wmuch in common with respect to the findings in all three colleges, one issue in
Settledon College was particular to that institution. It seems appropriate, therefore,

that it should take precedence in the record which follows.

Several groups of second year sixth students drew attention to the ‘atmosphere’ amongst
the student body at large, which it appeared, was qualitatively different from that of
the preceding year, when a single year group had been in college during the
transitional phase of educational re-organization. This was perceived as an exciting
and enjoyable time when students had shared wmuch common ground in coping with the
challenges that faced them. Llatterly, however, it was suggested that there was a
lesser sense of cohesion and corporate identity and that the studemt community had
fragmented into ‘cliques’.  Whilst the data available indicated that these social
dynamics related more to students’ recreatiomal and leisure time than to those occasions
when they met in timetabled groupings, there were, nonetheless, (at the time of the
research) some implications with regard to how tutorial groupings and the activities

undertaken within them, might affect any such patterns of social association.
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Students’ perceptions of their relationship with senior pastoral staff also indicated a
sense of ‘remoteness’ for some. This was made apparent in students’ reference to the
infrequency of visits to tutor qroups by Senior Tutors, and by a lack of confidence in
approaching them  (exceptions where an individual relationship had been built up

notwithstanding).

As previously, however, close relationships had been forged between students and their
Personal Tutors. The latter were seen as being ‘approachable’ and ‘sympathetic’ to
students’ problems;  disciplinary issues were handled on a ‘low-key’ Dbasis, with
'explanations’ being given careful comsideration and contractual  agreements  being
sought;  students were appreciative of the ‘adult treatment’ they received, but were
also conscious of the part they were expected to play in ‘behaving in an adult way’. A
majority confirmed that relationships were ‘better’ in college than in the 11 - 16

schools from which they came, and felt they were treated as ‘equals’.

For a siqnificant number of second year sixth students, matters in respect of tutor
interest and support had, ‘if anything’, improved over the course of their fourth and

fifth terms in college.

staff had, in the main, a reciprocal view of their relationships with students.  They
felt ‘at ease’ with their groups; were aware of a lack of inhibition in the voicing of
opinion and were often ’‘surprised’ how ‘open’ students were prepared to be in revealing

personal problems.
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A number declared their support for Senior Management’s notion of a multi-dimensional

profile, and stressed the need for staff to be -

'someone other than a subject teacher’.

Some were conscious too of the ’special relationship’ which sixth form colleges could

engender and rejected alternative arrangements such as those in Further Education,

where students were -

not seen from one lecture to the next’.

As with staff participants in Medley College and Newfields College, tutors in Settledon

College emphasized the ‘close personal contact’ that they had with tutees. This had

characterized the kind of relationship which had been formed and resulted in enhanced

personal development and the adoption of appropriate strategies in dealing with

students’ problens.

It had also facilitated a climate in which -

'matters of concern to younq adults’

could be aired and presented in -

’a supportive rather than intrusive way’.
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As an adjunct to this, some senior key informants perceived a 1link between the ‘direct’
support within college via, for example, the Careers Service and the initiatives which

students took themselves in seeking support in other more personal situations.

The structure of tutorial groupings (ie ‘vertical’ sets) and the ‘social nature of
tutorial work’ were reqarded by staff and students as valuable in promoting

inter-personal relationships between first, second and third year sixth formers, both
with respect to ’social mixing’ and to interaction on a wide variety of college and

teyternal’ issues.

its arising fro visio

In common with the analytic pattern observed within the two other case studies, there
were perceived benefits of provision complementary to those reported in the previous
section, These benefits were asserted perhaps most vigorously by members of the Senior

Management Teanm.

one issue which assumed prominence in this respect was that of maintaining the quality
of pastoral provision throughout the college. It was suggested that delivery of the
pastoral curriculum was monitored through ‘feedback’ to Team Tutors.  Termly team

pectings were, at least in part, devoted to a process of ‘review’ and issues raised
here were then passed on to the Senior Pastoral Team who discussed such matters in
their weekly meeting.  ‘Checks’ on delivery were maintained and ‘questions asked’ where
agreed aims were not being pursued. It was also the ‘self-support’ nature of

tean-tutoring which spread pastoral expertise - not all tutors could be ‘charismatic

and dynamic’, but help was available and frequently offered.
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fyirtually all staff’ were thought to be ‘committed’ to pastoral initiatives and a
metwork of good will and personal relationships’ was said to support common provision.
By investing ‘authority’ in the Personal Tutor and devoting ‘much time’ to tutor

training, Senior Management had declared its concern for an undifferentiated quality of

care.

Other less senior staff were conscious of the advantages which tutorial contact

brought. These ranged from -

‘an opportunity to just chat to the qgroup’,

and -

'the  comstructive, though often critical reaction (by students) to everyday

aspects of college life’,

to:

’interaction of mutual benefit to students and tutors’.

The role which tutors had assumed had facilitated -

‘an overall view of students’ educational progress’,

294



which in turn had aided development through the interest taken in the individual.

Students for their part had relatively little to offer that was not encompassed by the
theme of ‘relationships’.  Some reference was, however, made to the ‘usefulness’ of
having practised interview skills and to the value of the Careers sessions. A number
confessed to ‘having learned something’ from various tutorial topics and demonstrated a
particular enthusiasm for the inclusion of such issues as ‘Apartheid’.  Inter-group

competition activities had also been well-received.

Prob ising withi visi

Within the context of this theme, the issue of ‘time’ was one that qave cause for

comson concern among both staff and student participants. For students, there was to
a generally widespread degree, a belief that ‘too wuch time’ had been allocated for
tutorial purposes. Others questioned the distribution of the time and suggested that
alternative patterns (of varying kinds) would be more acceptable. A number of staff
found it difficult to match the tasks which needed to be undertaken to the time that
was available on given occasions; sometimes too little time was at one’s disposal and

sometimes too much.

The pressures of ‘a substantial amount of administration’ were also cited and for some
staff this had left insufficient time to address tutorial topics ‘properly’.  Another
dimension of the issue was that of time as a ‘commodity’; in the second term of the
Academic Year resource materials were in shorter supply for some tutors than in the
preceding term; the reported view of the team tutors was that ‘free-time’ was now
available for an individual approach by gqroup tutors. A number of staff were of the

opinion, however, that one could -
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‘only do so many things in this way’.

Additional difficulties were seen to be attributable to the ‘legacy’ which the college
had inherited from feeder secondary schools. The problem was one which could be

defined in terms of students’ perceptions of PSE as something which they had ’done
before’. The views of Senior Management reported earlier notwithstanding, however,
several staff were aware that the topics selected for the tutorial programme could not

be said to be:

‘ones that students weren’t aware of’.
Particular issues provided a basis for consensus among staff and student participants.
Of these, perhaps the most significant was that of the design of the tutorial programme
in relation to the developmental needs of students currently attending the college and
those of the college itself, rather than the needs of students aged 16 - 19 in general.
For students, the programme presently on offer tended to be ‘predictable’, ‘prescribed’
and ‘inflexible’; activities needed to be matched to -

'the feelings and outlook of individual tutor groups - which differ considerably’.

staff were less critical but agreed upon the necessity for -

'tailoring a package to college needs, rather than adopting one from well-thumbed

sources’.
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(Both perspectives are interesting when considered in the context of the joint
proposals for the tutorial programme referred to in the final section on Tutorial

Activities).

Other areas of common ground included inadequate dissemination of information to
students. Much depended on how seriously individual tutors treated the processing of
material, which was perhaps a ’‘mundane and routine’ aspect of their role, but,
nevertheless, a ‘necessary’ one; and the initial size of tutor qroups, which were ‘too
large’ to facilitate optimum management of the tutorial programme and ‘not sufficiently

intimate’ to cater for a wore individual approach.

Students frequently expressed disappointment at the lack of emphasis on their ‘future’,
especially in relation to careers and further education, in their discussions with
tutors. There is an interesting parallel here with the observations of a nmember of the
Careers Support Service who was working with the college at the time of the research,

and who noted that tutors appeared to -

"lack confidence in their expertise in giving careers advice’.
Other problems which were seen as attending the provision of careers advice were the
implementation of related topics in the tutorial programme during ‘the college’s first
frantic year’, the extent to which details of career officers’ availability tended to

become -

'submerged in the volume of information generally’;
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and the higher education/vocational divide between the careers service’s work in
college and that undertaken by the college itself (ie in terms of the college’s

perception of where its responsibilities lay).

As in Medley College, students and staff who singled out counselling as a significant
issue, qave evidence of differing perspectives. For a good nuwber of the former, such
support was ‘mot well advertised’ - those who were ‘persistent’ in investigating such
patters would ‘discover’ whom to approach; those who did not take the initiative might
fare less well. Staff, however, saw the problem as one of persuading students to take
advantage of established procedures - implying that these were both communicated and

understood.

Further problems of a miscellaneous nature perceived by students were: the limited
contact between tutor groups; the lack of ‘practical’ activities during tutorial work;
insufficiency of student choice concerning areas for discussion;  the amount of

'forn-filling’ required;  disparity of response among the tutor group as a whole (in
terns of interest and involvement); and inadequate planning and ineffective use of the

Tutor Periods available.

The improbability of being able to meet the needs of all students was clearly

articulated by the Principal of the college who observed -

'"There will always be some students for whom a qiven activity is seen as
superfluous; those who see the careers advice as inappropriate; who are not
interested in making application for higher education; and who feel that they are

already well-rounded, outgoing individuals’.
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This is mot to suggest, however, that from an investigational point of view all the

issues raised by students can clearly be accounted for in these terms.

deve t

There was a similar emphasis to that in Medley College wupon staff training as a vehicle
for change and development. Despite the efforts made to meet staff requests in this
respect, however, it was commonly felt that additional provision needed to be made for

tutor training and preparation.

whilst some staff and a considerable number of student participants made reference to
alterations to the distribution of time for pastoral purposes (with reduction either of
administrative sessions to ten minutes - rendering them more appropriate for

’information purposes’ - or shortening of the one hour session, as a common theme),

there was no desire to devote any time so generated to subject teaching programmes.

The single most important issue for the great majority of staff and for a small number
of students also, was the need for a more substantial commitment by students as a
whole.  Students needed to ‘participate fully’, ‘take matters wmore seriously’, ’show
willingness to co-operate’ and ‘exhibit more interest and enthusiasm’. Those student
participants who offered their perspectives on the issue were conscious in particular

of the necessity of -

’everyone putting in the same amount of effort’,
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if profitable use was to be made of the time available. For a few staff, initial
improvements could be brought about by the assurance of stricter attendance.  Students
saw this as a corollary to the need for ’more interesting presentation’ of material;
for prior notice of discussion topics being given - thereby increasing the chances of
greater student ‘imput’; for emphasis, where possible, on examining issues from ‘first
hand experience’; for targeting ‘everyday aspects of college life’ as a basis for
discussion more often; and for utilitarian consideration of ‘day to day’ personal

needs which tended to be effaced through exploration of wider social issues.

Other issues identified by staff included the ‘uncertainty’ that pastoral provision
through ‘vertical’ tutorial grouping was ‘entirely right’ - and the ‘probability’ of
reverting at some time in the future to ‘year group’ arrangements; the need for
college to be ‘better informed’ about course choice and subject mix and to offer
alternatives to students; and the potential for greater utilisation of tutor team

meetings as a forum for discussion of student response.

Tutorial activities

The framework for tutorial provision at the college was outlined by a member of the
senior pastoral team in an early exploratory interview. With respect to the ‘extended’
weekly period, this took the form of three-quarters of an hour of ‘structured’
activity, with a quarter of an hour being reserved for ‘personal interviews’, if
required. The ‘set programme’ of tutorial topics had been devised by a working party
of staff and students - certain elements had to be covered but choice had been ‘built
in’.  whilst this ‘flexibility’ was ‘confirmed’ by other members of staff, it |is

interesting to note the observation of another member of the senior pastoral team:
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'Tutors here welcome quidance; they want to be led - more so than in other
institutions of wmy experience. At some colleges I could name, however, materials
are simply wmade available and staff are left to decide whether they want to do

anything or nothing’.

Members of the team were conscious that some tutorial topics were ‘inevitably wore
interesting than others’; some issues could ‘run for a term at least’; others, such
as Study Skills, were ‘less entertaining’, but given a general lack of awareness of then
among students, they were ‘a necessary imposition’. There was an acknouledgement also
of the need for second year sixth students to avoid repetition of aspects of the
tutorial programme examined during the first year; the ‘pairing’ of tutor groups was

seen as one way of approaching this particular problenm.

For some second year students, however, activities subsequent to the previous year’s
programme had ‘tended to phase out’ and a greater proportion of time was, reportedly,
now spent ’‘sitting around’ or chatting informally with tutors. First year students by
contrast, referred more commonly to tutorials wusually being ‘quite busy’ with

discussions cited as a frequent activity.

Although as reported earlier, there had been the implication by some staff that

students’ previous acquaintance with social issues rendered their inclusion in the
tutorial programme less valuable, students did make the point that some issues had been
looked at wmore deeply’ than in their experience. (This did not, of course, give the
assurance of an intrinsic appeal, since in common with members of the senior pastoral

team, students perceived some topics as being of interest - others less so).
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There was very little reference by staff to how tutorial periods were structured 1in
organizational management terms. Some had discussed the demands that college made upon
students and concepts such as  ‘responsibility’; one or two indicated that
administrative periods were also used for ‘discussing things’ with individuals.  One
member of staff suggested that tutorial activity drew its varied character from the
manner in which the senior pastoral team acted as ‘the sole source’ of resource

material:

'Some staff dot every "i" and cross every "t"; others work within the broad

framework; and the remainder don’t do it’.

on a concluding note it is perhaps worth pointing out that the remaining issue, that of
Induction, appears under three different anmalytic headings in each of the respective
case studies. This is probably a good example of how analysis of data has been
inforned by the theoretical underpinning of the research. In Settledon College the
focus appeared to be upon ‘matching’ (or possibly ‘moulding’) the individual to what
College had to offer (the ‘package’ to which reference is wmade elsewhere).  Thus
Induction procedures were described in terms of ‘taster days’, personal interviews and
a set programme with group tutors over two days, based on ‘staff perception’ of what

students ‘needed most’.

In drawing together the implications of the data, three common issues are worthy of
particular note.  Firstly, the quality of tutor-studemt relationships within each of
the colleges provides the fundamental basis for creating a successful climate of care.
However, the structure and process of existing systems as represented in tutorial
functions and pastoral programmes does not appear, for significant numbers of both
students and staff, to facilitate its further growth and development.
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Secondly, there 1s a critical tension between recognition of the need for (continued)
staff training in this area in order to improve student access to quality of care

irrespective of one’s assigned tutor, and senior management’s ‘resigmation’ to the fact
that individual staff interests, predispositions and personal qualities function as

variables that will continue to affect this.

Thirdly, as with General Studies, the data suggests evidence of considered change and
development within the pastoral programme; the vigow with which such matters are

being addressed, however, ranges from restructuring from first principles, through an
‘on-qoing’ debate, to the acknowledgement of possibilities. These respective stances on
the enrichment curriculum are consistent with the general characteristics of the three

colleges as outlined in the introductory chapter to the research.

They are further exemplified here by the extent to which a ‘collective wisdom’ informs
pastoral practice and organisation.  This is most evident where ‘reinforcement’,

'persuasion’ and ‘directed activity’ are deemed appropriate, and least apparent where
consideration of putting students’ expressed needs at the centre of what it is hoped

will be achieved, precedes revision and review.
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CHAPTER 8

Factor is of A’ Scale {General ies

As noted in the section ‘Development of the Attitude Questionnaire’, twenty of the

twenty five items on the ‘A’ Scale loaded on the first factor extracted. Those items

which did not inter-correlate at the level of .45 or ahove are summarised as follows:

A2 Student integration as main benefit of programme.

A9 General Studies to be non-examinable.

All Suitable as a framework for one-year sixth.

A22 Variable course quality leading to limited effectiveness.

A23 Further links with examination subjects not advantageous.

(The items appear in full in the questionnaire survey in Appendix I).

The loadings of all twenty five items on Factor 1 are given in Table 8.1 (which also
shows the significant loadings on the second and third factors of the five items

above).
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The proportion of the variance accounted for by the the principal factor* was  29.9%;
two points should be noted:  firstly, the listed ‘alpha-if-item-deleted’  values

confirmed a strong association between the items in the (refined) scale ie that the
patterns of attitudes represented were consistent with the existence of an underlying
structure;  secondly, the sampling of the attitude domain gave rise to constructs that
had been elicited from respondents themselves and which were not derived on a priori
grounds. Thus, while the factor analysis tends not to lend strong further support to
the utility of the ‘A’ Scale, neither in this case does it negate it. Additionally, of
course, whether analytical outcomes are positive or otherwise, the possibility of

statistical artefact has to be oonsidered#.

What serves, perhaps, as a linking feature among the five items omitted from the
refined scale, is their potentially ‘hypothetical’ character - that is to say, for a
significant number of respondents, the statements may depict situations or present

concepts that do not relate directly to their personal experience.

% Vernon1 points out that if the amount of variance explained by the first factor is
four times that of the second, uni-dimensionality is established (cf the data in
Table 8.3).

! Napiorz, for example, cautions that occurrence of interpretable dimensions in factor

analytic scaling configurations may be more a function of the mathematical procedures

involved than a function of the properties of the data.
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Whilst shaping of respondent viewpoint through awareness of the experience of others
was anticipated (and wore manifestly apparent in group interviews recorded elsewhere in
the study), the attitudinal structure reflected in the principal factor does not appear

to be consistent with this.

Table 8.1 Factor matrix of ‘A’ Scale (General Studies) variables

VARIABLE FACTOR 1 FACTOR 2 FACTOR 3
Al EBC 74024 -.06622 -.07810
V) ESI -.11205 .52882 .21559
%] PR .58309 .32064 -.17287
A IAQ 47915 .26016 -.36432
35 ACVI .76184 -.13663 -.02533
16 RPEI .60477 .18665 -.07647
A7 IAS 51280 .54297 .01591
A8 DIC 51922 -.24063 .02099
A9 ML -.16119 -.03567 .61548
A10  NSE .73828 .05419 -.09067
A1l ROYS .27167 53073 .19693
A2 NCT .49009 .31276 .03307
A3 ESP 71544 -.18820 -.03519
A4 VCC .70323 -.03993 -.24845
Al5  PIMN .43294 12434 04471
Al6  UPP 53433 -.02079 -.00727
A7 DECI .60763 -.16463 .28812
Al PVUSC .61742 -.25068 .22024
Al9 PSR .70354 -. 24459 .09180
220 ECCV 44756 -.09820 .20053
21 CAAS .59912 .18846 .05934
222 QUPE .13875 .42553 .34084
A3 DLES .22516 .02353 .62324
a4 S0 .51456 -.46841 .25128
A25  SPPAS .60571 -.08953 -.21960

Note

six factors were extracted in total from the analysis, but the five items which did not
load to the first principal factor loaded (with one exception - item A22) on either the

second or third factor and are thus revealed accordingly.
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I\’ Scale Varjables

10

1

12

13

14

15

16

17

18

19

20

21

22

23

24

25

ESI
PFR
1AQ
ACVL
RPEI
IAS

DIC

NSE

ROYS

ESP
vee
PITN
UPP
DECI
PVSC

PSR

CAAS
QVPE
DLES
S0I

SPPAS

Effects on balancing the curriculum.

Effects on student integration.

Priority of funding and resourcing.

Importance of academic qualifications.

Added course value and interest.

Replacement with ’‘practical’, ‘everyday’ information.
Increased academic study.

Desirability of internal certification.
Appropriateness at ‘A’ level.

Necessity for staff endorsement.

Restriction to One-Year students.

Number of courses taken.

Effects on study profile.

Value as course component.

Programse involvement through negotiation.
Understanding of programme philosophy.
Development of extra-curricular interests.
Planning via student consultation.

Promotion of student relaxation.

Effects of choice on course value.

Compulsory attendance for all students.
Quality variation and programme effectiveness.
Direct linking to examination subjects.
Students’ organisational imput.

Students’ perceptions of parity with academic subjects.
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Fa sis of the 'B’ e al Care

As indicated in the section on dimensional analysis of the questiommaire data, all
twenty five items on the ‘B’ Scale loaded to ome predominant factor - emphasizing
Ninidimensionality’ of the attitude complex. The salience of the items was also more
pronounced than on the ‘A’ Scale, with most loading on the factor at .6 and above. The
percentage of variance accounted for was substantially higher than previously, at

43.4%, and only three factors were extracted.

VARIABLE FACTOR 1 FACTOR 2 FACIOR 3
Bl TAP 73052 -.22212 -.20178
B2 BATW 72122 -.30155 -, 23801
B3 VMTG 78969 -.09945 .10796
B4 vee 64730 .17910 .30477
BS TRSP 78547 -. 24951 -.15889
B6 ASA 63531 .35530 .16599
B7 PCL .64323 -.09045 .32917
B8 APT 64061 .17451 -.27095
B9 LSTP .61902 -.06449 -.34499
BlO  EToN 75183 -.04865 -.01003
Bll  TACA 70650 -.18982 -.11968
Bl2  TPAR .60189 46339 ~.07904
Bl3  SAC .59280 .36541 -.01137
Bl4  ASN .65288 .01376 -.17785
Bl5  VIP .67759 -.10946 .28322
Bl6  RMIG 66977 .22759 -.27698
Bl7 SRR .55914 -.23820 .35594
BI8  EPD 55177 A7322 -.08623
B19  PDST 66473 -,18929 .18486
B0 TAC 75049 -.16976 -.16189
B2l  TARC 53394 .39302 .05577
B22  TAMC .69308 .00618 .39271
B3  TWIAC 64446 .14417 .04137
B24  TAAG 71138 -.26395 -.22632
B25  SAT .61575 -.17399 -.27105
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B’ Scale Variables

1 TAP Tutor’s awareness of progress.

2 B™ Benefits of Active Tutorial Work.

3 VMIG Value of ‘mixed’ tutor groups.

4 Ve Variation in quality of care.

5  TRSP Tutor’s review of student performance.

6 ASA Appropriateness of support arrangements.

7 PCL Pre-college liaison.

8§ APT Authority of Personal Tutors.

9  LSTP Limitations of set tutorial programmes.

10 ETGN Effects of tutor group numbers.

11 TACA Tutor’s awareness of career ainms.

12 TPAR Tutor’s pastoral and academic roles.

13 SAC Staff as counsellors.

14 ASN Assessment of students’ needs.

15 VIP Value of Induction Programme.

16  RMIG Restrictions of ’mixed’ tutor groups.

17 SRCR Student representation and college relationships.
18 EPD Emphasis on personal development.

19 PDST Personal development and subject teaching.
20 TAC Tutor as communicator.

21 TARC Tutor as registration clerk.

22 TAKC Tutor as mentor and counsellor.

23 TWTAC Tutorial work through the academic curriculum.
24 TAAG Tutor as academic quide.

25 SAT Students’ adult treatment,
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The factor contributions for scale variables

The factor contributions for the variables on each of the scales (A’ and ‘B’) may be

noted from Table 8.3. The predominance of the first factor extracted in both analyses

is clearly illustrated.

Table 8.3 of factor contributions for e variab

Scale A (General Studies)
Factor 1 2 3 4 5 6
Eigenvalue 7.48 1.90 1.51 1.20 1.15 1.01
$ Variance 29.90 7.6 6.1 4.8 4.6 4.0
Cumulative 29.9 37.5 43.6 48.4 53.0 57.0

Scale B (Pastoral Care)
Factor 1 2 3
Eigenvalue 10.86 1.40 1.22
% Variance 43.4 5.6 4.9
Cusulative 43.4 49.1 53.9




eliabilit sis of ‘A’ i

As detailed elsewhere, Cronbach’s Alpha Coefficient was used to calculate the

reliability of both sets of attitude items (ie the ‘A’ Scale and the ‘B’ Scale). The
reliability coefficient for the ‘A’ Scale (General Studies) was found to be .90 for the
‘refined’ set of twenty items. The effect of deleting each of the five unadopted items

(numbers 2, 9, 11, 22 and 23) can be seen in Table 8.4.

Table 8.4

VARTABLE ALPHA-IP-ITEM-DELETED
Al EBC .8688
A2 BSI .8861
A3 PRR .8720
A4 IAQ .8749
A5 ACVI .8679
A6  RPEI 8712
A7 IAS .8730
A8 DIC .8743
A9 AAL +8895
Al10 NSE .8680
All ROYS 8782
Al2 NCT 8741
Al3 ESP .8692
Al4 VCC .8695
Al5 PIIN .8755
Alé UPP .8736
Al7 DECI .8715
Al8 PVSC 8714
Al9 PSR .8692
A20 ECCV 8752
A21 CAAS 8711
A22 QVPE 28816
A23 DLES 8795
A24 S0I .8743
A25 SPPAS .8720
Reliability Coefficient alpha = .8787
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Reliabilit is of 'B/ T

Since all twenty five attitude items relating to Pastoral Care loaded to the first
principal factor, it is not unusual to note a higher reliability coefficient than was
observed for the ‘A’ Scale. At .94 and .87 respectively, however, the alpha values for
both scales are substantially in excess of the wminimm 1level of .7 cited by Youngman

and quleston3.

The lack of advantage in deleting attitude items to produce a shorter, more refined

scale as in the case of the A’ Scale can be ascertained from Table 8.5 below.

Table 8.5 The effect of item deletion on the reliability of the 'B’ Scale
(Pastoral Care)

VARIABLE ALPHA-IP-ITEM-DELETED
Al TAP .9415
22 BATW L9415
A3 VMG .9409
M VCC .9426
A5 TRSP 9407
A6 ASA .9428
A7 PCL 9427
A8 APT 9426
A9 LSTP .9429
310 ETGN 9414
All TACA .9416
Al2 TPAR 9429
Al3 SAC 9432
Al4 ASN 9429
A5 VIP .9425
A6 RMTG 9423
Al7 SRCR 9438
Al8 EPD L9434
A19 PDST 9424
220 TAC .9415
A21 TARC .9440
A22 TAMC .9423
A23 TWTAC .9425
24 TAAG .9415
A25 SAT .9430
Reliability Coefficient alpha = .9446
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Comparison of the attitudes of respondent sub-groups

The factor and alpha-if-item-deleted analyses of the total sample qenerated scales that
could be used to sum responses which were closely related to the dimension underlying
each set of items; and, thereby, to assess the attitudes of respondent sub-groups as
delineated in the research hypotheses. Scale scores thus calculated could then be

compared to establish the degree of agreement within and between such groups.

Tests for significant differences of attitude were conducted for the following

respondent groups:

a  College staff and students.

b  Senior staff (Head of Department and above) and junior staff.

¢ 'Fresher’ students (those in their first or only year) and ‘veteran’ students

(those in their second or third year).

Initially, the qroup comparisons were made across the full sample of three hundred and
eighty two respondents, in  order to establish whether broad distinctions of
attitudinal patterning could be discerned. Table 8.6 shows the mean scores and
standard deviations for staff and student sub-groups on both the ‘A’ (General Studies)
and ‘B’ (Pastoral Care) scales, and the outcome of a ‘t’ test for significant
difference. There is strong evidence here (p<.01) of differentiated levels of support
for existing policy and provision with respect to both Gemeral Studies and Pastoral

Care not being due to chance.
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Sixth form college staff across the three institutions surveyed were more supportive of

such arrangements than those for whom these were designed to cater (the students).

However, the item wmeans (for staff: 4.02 and 4.05 on the ‘A’ and ‘B’ scales
respectively, and, similarly, for students: 3.19 and 3.40) equate to positions on the
attitude continuum characterized by the statements ‘TEND TO AGREE’ and ‘TEND 10
DISAGREE’. The range of opinion is, therefore, perhaps more accurately conveyed in

these terms.

It is interesting to note that students in the sample disagree substantially more among
themselves with respect to their attitudes towards Pastoral Care than they do in
relation to General Studies, and more than staff do in respect of either, as revealed
in the width of the standard deviations for the mean scores and the Coefficient of

variation - given by (s/x).

Table 8.6
Staff (n=65) Students (n=137) t
MEAN 80.47 63.98 8.73%%
'AT Scale s.d. 13.74 14.48
MEAN 101.38 86.29 6.82%%
B’ Scale s.d. 14.26 23.58

% p<.01
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The second (b) and third (c) tests for significant difference between sub-groups were
administered according to  respondents’ ’position’ within the college  population
structure.  Staff were compared in terms of their level of responsibility in the
institution and were designated (as described previously) as either ’senior’ or
Junior’.  In determining whether support for existing policy and provision was
influenced by ‘hierarchical’ factors, it was anticipated that inference might be made
about the effect or absence of effect of viewpoint affiliation. Table 8.7 shows that
vhilst the difference in mean scores for senior and junior staff on the ‘A’ scale
(General Studies) is marginally due to random effects, there is some evidence to
suggest the difference in mean scores on the ‘B’ Scale (Pastoral Care) is a significant
one and, in consequence, that senior staff are more supportive with respect to pastoral

provision than their junior colleagues.

The item means for the sub-groups on the ‘A’ scale (4.15 and 3.80) and ‘B’ scale (4.16

and 3.88) respectively represent -

a  for senior staff: attitude continuum positions of TEND TO AGREE and

b  for junior staff: positions occupying a hypothetical point nearer to TEND T0

AGREE than TEND TO DISAGREE.

The attitude range between staff respondent sub-groups (in the full sample)

differentiated by ‘position’, is, therefore relatively narrow.
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Table 8.7 Significance of differ. in attit 0] !
Studies) and B’ toral Care for al a i

to hierarchical position

Senior Junior
Staff (n=35) Staff (n=30) t
MEAN 83.20 76.12 1.95
'A! Scale s.d. 11.94 15.48
MEAN 104.10 97.04 2.0%
"B’ Scale s.d. 14.15 13.60

* p=0.05

Student sub-groups in the full sample were differentiated according to how long

respondents had been at the college. In comparing qroup attitudes in these terms, it
was hoped that any effect of length of ‘exposure’ to philosophy and provision might be
identified, and further informed by students’ comments in unstructured interviews and

by their responses to the sentence-completion items.

As is apparent from a comparison of the mean scores in Table 8.8 there is no
significant difference between the attitudes of ‘fresher’ and ‘veteran’ students with
respect to either area of provision. Indeed, with scale means respectively of 63.53
and 64.90 and item means of 3.17 and 3.24 on the ‘A’ Scale (General Studies), and with
scale means of 86.49 and 85.67 and item means of 3.45 and 3.42 on the ‘B’ Scale
(Pastoral Care) the mean attitude scores are in close accord at the TEND 10 DISAGREE

point on the attitude continuum.
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However, this is not to suggest an essentially homogeneous view within each of the
student sub-groups; the width of the standard deviations on the ‘B’ scale in

particular, indicates an extensive attitude range.

Table 8.8 Significance of di in atti 2\ a

'Fresher’ "Veteran’
Students (n=233)  Students (n=83) t
MEAN 63.53 64.90 -0.77"
A’ Scale s.d. 14.93 13.37
MEAN 86.49 85.67 0.26"
B’ Scale s.d. 23.24 24.64
1
ii p - 0044
p=079

% In situations such as these, the ways in which scale scores have combined to produce

a particular effect illustrates a potential limitation of the scaling technique.
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INTER-COLLEGE ANALYSIS OF RESPONDENT ATTITUDES

In order to ascertain whether significant differences in attitude existed between the
respondent sub-groups on an inter-college basis, a one-way analysis of variance was
performed.  Where confirmation of variation between the colleges was given, the
Scheffe multiple comparison test was subsequently applied to identify its specific

location.

The data in Table 8.9 show the results for the ‘A’ Scale (General Studies) of the

comparison between the staff respondent groups in the three colleges.

Analysis of variance summary table

Source of Variation Mean square Degrees of F- Prob.
freedom ratio

Between groups 1031.33 2 6.38 .003

Within groups 161.67 62

Total 64

Multiple comparison (Scheffe)

Comparisons
Mean s.d. A B ¢
Settledon College (A) (n=22) 87.64 10.97 -
Medley College  (B) (n=16) 80.56 17.61 -
Newfields College (C) (n=27) 74.59 10.46 * -

% = pairs of groups significantly different at the 0.05 level
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As the analysis of variance shows, there is a probability of the difference between the
scores of the three staff groups being due to chance of 0.003. There is, therefore,
very strong evidence of dissimilarity in staff attitudes towards Gemeral Studies

provision between the three colleges.

This source of variation can be traced through Scheffe’s test to the comparison between
Settledon College and Newfields College, where scale mean scores of 87.64 and 74.59 are
significantly different at the 0.05 level. Thus it can be deducted that staff
respondents in Settledon Colleqe have a more supportive view of current provision for
General Studies than do staff in Newfields College. Fiqure 1 shows how the respective
item of wmeans of 4.38 and 3.73 equate to attitude continuum positions of TEND TO AGREE
and TEND TO DISAGREE,  differentiating the groups in terms of their

positively-orientated and negatively-orientated attitudes.

..... AGREE * TENDTO & TEND TO .....
! AGREE ! DISAGREE
1 7
! )
! 1
4.38 3.75
{Settledon (Newfields
College College
Staff) Staff)

Interestingly, however, the distribution of scores about the mean, and hence the range

of attitudes expressed, is almost identical in both cases.
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When the attitudes of student respondents towards General Studies are compared across
the three colleges, the evidence for variation between the institutions is irrefutable.

Table 8.10 reveals an F probability value rounded to four decimal places of p = 0.0000.

The multiple comparison test confirms that the variations in attitude score are found
to be significant at the 0.05 level for the differences between Settledon College and
Newfields College and between Medley College and Newfields College. Student

respondents in Settledon College (scale mean score, 67.55) and Medley College (scale
pean score, 65.99) are, therefore, less critical of General Studies provision than

their counterparts in Newfields College (scale mean score, 58.54).

Table 8.10 Analysis of diff in t atti
Studies by college

Analysis of variance summary table

Source of Variation Mean square Deqrees of F- Prob. .
freedon ratio

Between groups 2500.47 2 12.82 0.0000

Within groups 195.03 313

Total 315

Multiple comparison (Scheffe)

Comparisons
Mean s.d. A B ¢
Settledon College (A) (n=110) 67.55 12.48 -
Medley College  (B) (n= 98) 65.99 13.37 -
Newfields College (C) (n=108) 58.54 15.81 k-

% = pairs of groups significantly different at the 0.05 level
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As proved the case with respect to the comparison of staff respondent qroups, student
respondents could be differentiated by college in terms of their wmean scale response
alternative. Fiqure 2 shows the scale placement for each of the three student groups
according to their item mean score, and the extent of their disagreement regarding the

benefits and efficacy of current provision.

TEND T0
DISAGREE

L .

*
1
!
!
!
37 3.29 2.92

(Settledon  (Newfields (Medley
College College College
Students) Students) Students)

The observed pattern of contradistinction with respect to the attitudinal position of
Newfields College, is further established with amalysis of the scores of senior staff
respondents in each of the three imstitutions. The analysis of variance (Table 8.11)
confirns the existence of significant difference in attitude towards General Studies
provision among the three senior staff respondent sub-groups, with a probability of the

effect being due to chance of .0002.
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Scheffe’s test identifies the sources of variation, which are to be found between
Settledon College (respondent scale mean score 90.07) and Newfields College (scale mean
score 74.63), and Dbetween Medley College (scale mean score 87.00) and Newfields
College, and which are significant at the 0.05 level. It is, therefore, apparent that
senior staff respondent gqroups in Settledon College and Medley College express more

support for current provision than does the equivalent respondent group in Newfields

College.
Table 8.11 Analysis of difference jn the attitudes of senior staff towards

General Studies by college

Analysis of variance summary table

Source of Variation Mean square Deqrees of F- Prob.
freedon ratio

Between groups 1006.86 2 10.50 0.0002

Within groups 95.91 32

Total 34

Multiple comparison (Scheffe)

Comparisons
Mean s.d. A B ¢
Settledon College () (n=12) 90.07 11.11 -
Medley College  (B) (n=10) 87.00 9.45 -
Newfields College (C) (n=13) 74.63 8.59 ok -

% = pairs of groups significantly different at the 0.05 level
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Senior staff in Newfields College achieve an almost identical mean scale position to
that of the composite staff qroup (Figure 1) and are differentiated, as Figque 3 shows,

in the same ternms.

Figure 3 :
0o
to item mean score (Geperal Studies)
..... AGREE ok TEND TO * TENDTO .....

roo AGREE ' DISAGREE

1 ' !

7 4 4

1 ! 1

4.50 4.35 3.73

(Settledon (Medley (Newfields

College College College
senior  senior senior
staff)  staff) staff)
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An analysis of the differences between the three junior staff respondent sub-groups was
not undertaken, since the full staff sample in Medley College failed to generate a
statistically acceptable minimum of ten cases. A ‘t’ test was, however, used to
compare the respondent sub-group scores for Settledon College and Newfields College

with the results shown in Table 8.12.

Table 8.12
Mean s.d t n
Settledon College 82.43 9.31 1.53 10
Newfields College 74.55 13.19 13

5% for 21 df = 2.09

The result is not statistically significant and it may, therefore, be concluded that
there is no evidence to suggest differences in the gqroups’ attitudes towards General
Studies (as wmeasured by their respective wmean scores). The attitudes of junior staff
respondents in Settledon College and Newfields College thus correspond more closely

than those of senior colleaques in the sawe institutions.

Inter-college comparison of ‘Fresher’ and ‘Veteran’ student respondent sub-groups gave
rise to results which were in accord with those for the composite groups. Analysis of
variance (Table 8.13) shows that a significant difference in Fresher students’
attitudes towards Gemeral Studies exists between the three colleges, with a probability
of the effect being random of 0.0020. Scheffe’s test confirms the variation as
occurring between Settledon College (scale mean score 67.21) and Newfields College
(scale mean score 59.30) and between Medley College (scale mean score 65.21) and
Newfields College, with the scores being significantly different at the 0.05 level.
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Item mean scores for the respective groups (Settledon College, 3.36; Medley College,
3.26 and Newfields College, 2.96) equate to the same attitude continuum placements as

those denoted in Figure 2.

Table 8.13

Analysis of variance summary table

Source of Variation Mean square Degrees of P- Prob.
freedon ratio

Between groups 1361.69 2 6.39 0.0020

Within groups 213.16 230

Total 232

Multiple comparison (Scheffe)

Comparisons
Mean s.d. A B ¢
Settledon College (A) (n=68) 67.21 11.45 -
Medley College  (B) (n=76) 65.21 14,34 -
Newfields College (C) (n=89) 59.30 16.80 x k-

* = pairs of groups significantly different at the 0.05 level

Fresher student respondents in Settledon College and Medley College are, therefore,
differentiated from their counterparts in Newfields College in the same terms as the
composite student groups (ie they adopt a less critical perspective in respect of

current provision).

Analysis of variance of the mean scores for the three veteran student respondent
sub-groups  (Table 8.14) gives similar confirmation of significant difference between
them, with a probability of the effect being due to chance of 0.0003.
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Scheffe’s test traces the source of variation to a comparison between Settledon College
(respondent sub-group scale mean score 68.12) and Newfields College (scale mean score
54,11) and between Medley College (respondent scale mean score 67.48) and Newfields
College, the groups being significantly different at the 0.05 level. Item mean scores
equate to response alternatives of TEND TO DISAGREE for Settledon College and Medley
College, and DISAGREE for Newfields College. The students in Settledon College and
Medley College achieve marginally higher scores than their fresher peers, but those in
Newfields College are, conversely differentiated in terms of a nmarginally 1lower score.
The qroups’ respective critical stances towards General Studies are, therefore,

maintained as formerly noted.

Table 8.14 Analysis of differences in the attitudes of ‘veteran’ students
towards General Studies by college

Analysis of variance summary table

Source of Variation Mean square Degrees of F- Prob.
freedom ratio

Between groups 1341.65 2 8.95 0.0003

Within groups 149.82 80

Total 82

Multiple comparison (Scheffe)

Comparisons
Mean s.d. A B C
Settledon College (A) (n=42) 68.12 14.12 -
Medley College  (B) (n=23) 67.48 10.52 -
Newfields College (C) (n=18) 54.11 9.01 * % -

% = pairs of groups significantly different at the 0.05 level
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Inter-college analysis of the attitudes of respondent groups towards Pastoral Care,
gives rise, by way of comparison to the outcomes for Gemeral Studies, to findings that

are parallel in some instances and divergent in others.

For the full staff respondent gqroups, anmalysis of variance reveals the existence of
significant difference in attitude scores with a probability of the effect being random
of 0.0069 (as shown in Table 8.15). The multiple comparison test indicates that the
difference between the scale mean scores for staff respondents in Settledon College
(107.68) and Newfields College (95.26) accounts for this and that it can be so

demonstrated at the 0.05 level. With item mean scores of 4.29 and 3.81 respectively,
the two groups are marginally closer in outlook than was the case in relation to

General Studies, but are still differentiated in terms of their response alternatives
being positively (TEND TO AGREE) and negatively (TEND TO DISAGREE) weighted, with

respect to Pastoral Care.  Staff respondents in Settledon College are, therefore, more

supportive of current arrangements than staff respondents in Newfields College.
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Table 8.15 is of diff in s atti e

Analysis of variance summary table

Source of Variation Mean square Degrees of F- Prob.
freedon ratio

Between groups 965.24 2 5.39 0.0069

Within groups 178.91 62

Total 64

Multiple comparison (Scheffe)

Comparisons
Mean s.d. A B ¢
Settledon College (A) (n=22) 107.68 14,51 -
Medley College  (B) (n=16) 103.06 14.78 -
Newfields College (C) (n=27) 95.26 11.42 k-

% = pairs of groups significantly different at the 0.05 level

Examination of the attitude scores of student respondent qroups produced a result which
contrasts with that noted for Gemeral Studies. Analysis of variance reveals that there
is no significant difference between the gqroups in the three colleges (Table 8.16).
Scheffe’s multiple comparison test was not carried out since variation between the

groups was not confirmed.
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Table 8.16 Analysis of differ in s ttit t e
by college

Analysis of variance summary table

Source of Variation Mean square Degrees of F- Prob.
freedon ratio

Between groups 343.10 2 0.62 0.54

Within groups 557.68 313

Total 315

Item mean scores of 3.52 for Settledon College, 3.37 for Medley College and 3.44 for
Newfields College demonstrate the latter group’s closer affinity with the other two
than proved the case for General Studies, and as Figqure 4 shows, equivalent scale

response alternatives are consequently uniform.

Figure 4

TEND TO DISAGREE .....
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Senior staff respondents’ attitude scores on the Pastoral Care scale generate an
analytical outcome which corresponds with that observed for General Studies.  Thus
analysis of variance (Table 8.17) confirms variation between the three respondent
sub-groups with a probability of the effect being due to chance of 0.0003. This source
of variation can be traced through Scheffe’s test to the difference between Settledon
College (scale mean score 112.8) and Newfields College (scale mean score 94.31) and
between Medley College (scale mean score 107.0) and Newfields College, which are

significant at the 0.05 level.

Table 8.17

Analysis of variance summary table

Source of Variation Mean square Degrees of P- Prob.
freedon ratio

Between groups 1371.88 2 10.02 0.0003

Within groups 136.97 32

Total 34

Multiple comparison (Scheffe)

Comparisons
Mean s.d. A B ¢
Settledon College (4) (n=12) 112.80 12.38 -
Medley College (B) (n=10) 107.00 13.87 -
Newfields College (C) (n=13) 94.31 9.62 x ok -

% = pairs of groups significantly different at the 0.05 level
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Item mean scores of 4.51, 4.28 and 3.77 respectively equate to response alternatives of
TEND TO AGREE for Settledon College and Medley College, and TEND TO DISAGREE for
Newfields College.  The pattern of . differentiation with respect to senior staff
respondents’  attitudes toward current provision for Pastoral Care, is, therefore,

analogous to that found in respect of General Studies.

Mnalysis of the difference in attitude score between junior staff respondent sub-groups
was dictated by the sampling constraints noted earlier and was, therefore, limited to
comparison of Settledon College with Newfields College. Table 8.18 shows that there is
no evidence to suggest a difference between the groups in respect of their attitudes
towards provision for Pastoral Care. Indeed, scale mean scores of 96.71 for Settledon
College and 96.64 for Newfields College depict a situation very much to the contrary,
with both groups falling within the TEND TO DISAGREE response category. The result is
particularly interesting in terms of the sub-group respomse in Settledon College, since
the parallel outcome for General Studies qave an item mean score which equated to the
TEND T0 AGREE response alternative. Junior staff respondents in Settledon College are
also siqnificantly less supportive with regard to pastoral provision than their more

senior colleagues (t=2.81, probability = 0.05)

Table 8.18
Mean s.d t n
Settledon College 96.71 13.17 10
0.01
Newfields College 96.64 14.04 13

t5% for 21 df = 2.09
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Student sub-group scores on the Pastoral Care Scale were found to contrast with those
recorded by the same groups for Gemeral Studies. Variation between ‘fresher’ students
in the three colleges was not confirmed by analysis of variance, since mean scores of
87.49 for Settledon College, 85.95 for Medley College and 86.20 for Newfields College
did not prove significantly different at the 0.05 1level (Table 8.19). All three

'fresher’ student respondent groups were by virtue of their item mean scores (3.49,

3.43 and 3.44 respectively) located within the TEND TO DISAGREE category.

Table 8.19

Analysis of variance summary table

Source of Variation Mean square Deqrees of F- Prob.
freedon ratio

Between groups 48.%5 2 0.089 0.91

Within groups 544.47 230

Total 232

'Veteran’  student  respondents  adopted  similar  perspectives to  their  junior
counterparts.  Analysis of variance (Table 8.20) revealed that no significant
difference existed between the three institutional groups in terms of their scale mean
scores (Settledon College:  89.12, Medley College:  80.00, Newfields College:  84.89).
Item mean scores of 3.56, 3.20 and 3.39 equated in likewise fashion to ’fresher’

student scores to the TEND TO DISAGREE response alternative.
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Table 8.20 Analysis of differences in the attitudes of ’‘veteran’ students
towards Pastor: e by co

Analysis of variance summary table

Source of Variation Mean square Degrees of P- Prob.
freedon ratio

Between groups 625.02 2 1.03 0.36

Within groups 606.75 80

Total 82

of data from im 11

In summary, then, with respect to respondents’ attitudes towards current provision for
General Studies, Newfields College is differentiated from Settledon College and Medley
College (in terms of its ’negatively’-weighted perspectives) in four out of the six
sub-group  analyses  (‘students’,  ’senior  staff’, ‘fresher students’ and ‘veteran

students’) and from Settledon College in a further instance (’staff’).*

% It should be noted that although Newfields College is distinquished from Medley and Settledon in the
terns described, approximately half the scale items offer a commentary on the adequacy of present
practice; this does not necessarily, then, imply equally significantly different levels of support in
conceptual terms (perspectives from the interview data relating to restructuring and development do,

in fact, throw further light on this distinction).
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In the final case, the attitudes of junior staff respondents in Newfields College are
not found to be significantly different from those of the equivalent gqroup in Settledon
College.  Results with regard to respondents’ attitudes towards current provision for
Pastoral Care replicated those recorded for General Studies in so far as staff

sub-groups were concerned;  however, variation between student sub-groups in the three
colleges did not exist as previously noted. Examination of the scores of these qroups
across both scales reveals the factors that have given rise to this: namely, the

comparative stability of results for Settledon College and Medley College in both

instances and a relatively pronounced increase in item mean score (.52) for Newfields
College on the Pastoral Scale (the cumulative effect being one of qreater homogeneity

of perspective).

INTRA-COLLEGE ANALYSIS OF RESPONDENT ATTITUDES

The attitudes of the respondent sub-groups were subsequently compared on an
intra-college basis (the anmalysis being repeated for each of the three institutions).
The first of these analyses, for students and staff in Settledon College, may be found

in the table below.

Table 8.21
Staff (n=22) Students (n=110) t
HEAN 87.64 67.55 7.65kk
A" Scale s.d. 0.97 12.48
MEAN 107.68 88.11 5.23%%
/B’ Scale s.d. 14.51 22.15

¥ pe0,01
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Comparison of the mean scores for staff and students provides strong evidence of a
significant difference of viewpoint between the two groups in both attitude domains
(p<0.01). TItem means of 4.38 on Scale ‘A’ and 4.30 on Scale ‘B’ equate to an average
staff position on the attitude continuum between TEND TO AGREE and AGREE; the item
pean score for students on the ‘A’ scale (3.37) gives an average position almost
exactly one vesponse interval ’‘negatively’ away from that of staff, at a point closer
to TEND TO DISAGREE than TEND TO AGREE, whilst the score on the ‘B’ Scale (3.52)
corresponds to a position approximately wid-way between the two. The difference in the
attitude scores for both gqroups on the ‘A’ Scale is the most pronounced among the three
colleges. The range of student attitudes towards pastoral issues (as shown by a

standard deviation of 22.15) is also noteworthy.

Analysis of b ior

As the process of comparative analysis narrows its focus, the resultant size of some
respondent sub-groups necessitates a cautious view of the outcome of tests for

significant difference. This is the case when the responses of senior and junior staff
within a given institution are compared; the following observations are, therefore,

tempered accordingly.

When the responses of staff are examined in relation to their hierarchical position, or
'senior’/'junior’ designation, in Settledon College contrasting results are apparent
for each of the two scales. Table 8.22 shows that whilst there is no evidence to

indicate that the difference between the respective mean scores of 90.07 and 82.43 on
the ‘A’ Scale is due to anything other than a random effect, there is some evidence to
suggest that mean scores of 112.80 and 96.71 on the ‘B’ Scale represent significant
attitudinal diversity.
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Settledon College proved to be the only case where this effect
was observed. In addition, the scale mean for senior staff was the highest mean score
for any respondent sub-group in the pastoral attitude domain, and is indicative of that

group’s advocacy of the effectiveness of present provision within the college.

Table 8.22
Senior Junior
Staff (n=12) Staff (n=10) t
MEAN 90.07 82.43 1.68"
A" Scale s.d. 1.1 9.31
x
MEAN 112.80 9.71 2.72
1B’ Scale s.d. 12.38 13.18
¥ p<0.05 1 op=o0.1s
Analysis of ! ! "ye! !'s ts

Comparison of the respomses of students in their first or only year (’fresher’
students) and those in their second or third year (’veteran’ students) revealed no
significant difference in attitude with respect to either scale. Rather, if the scale
means (shown in Table 8.23) of 67.21 and 68.12 on the ‘A’ Scale and 87.49 and 89.12 on
the ‘B’ Scale are comsidered, there is a close correspondence between the two groups.
Although item mean scores of 3.36 and 3.40 and 3.49 and 3.56 for these groups on the
respective scales do not equate to a sufficiently ‘positive’ position on the attitude
continuum to satisfy the TEND TO AGREE criterion, they do represent the highest scores
achieved by such qroups within the three colleges. Once again, however, there is
evidence of a broad spectrum of opinion among both sets of students in the pastoral

domain (as revealed by the width of the standard deviations).
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Table 8.23 iqnifi iff in atti re 4\ al

'Fresher 'Yeteran’
Students (n=68) Students (n=42) t
MEAN 67.21 68.12 -0.35"
’A7 Scale s.d. 11.45 14.12
il
MEAN 87.49 89.12 -0.40
/B’ Scale s.d. 23.97 19.06
op=0a3 0= 0.69

ANALYSIS OF RESPONDENT ATTITUDES IN MEDLEY OOLLEGE

Table 8.24
Staff (n=16) Students (n=98) t
MEAN 80.56 65.99 3. 16%x
’p’ Scale s.d. 17.61 13.37
MEAN 103.06 84.49 3,96k
/B! Scale s.d. 14.79 28.50

** 0,01
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Table 8.24 gives the result of a comparison in attitude scores on both scales for staff
and student respondents in Medley College. As previously, the difference in the

groups’ mean scores is, in each instance, a significant one, and is indicative of the
'positive’ and ‘negative’ orientation of their respective viewpoints. The level of
significance reached with respect to the ‘A’ Scale is not, however, as great as that
for the corresponding group comparison in Settledon College.  Other features of note
are: the resulting item mean for staff on the ‘A’ Scale (4.02), which only just

equates to the TEND TO AGREE position on the attitude continuum; the relatively wide
distribution of staff scores on the same scale which exceeds that observed for students
(and which occurs only in Medley College); and the particularly marked extent to which
students disagree among themselves in  their attitudes towards pastoral provision

(exceeded only by the range found within the sub-group of ‘veteran’ students in the

same college, if possible small sample effects were to be disregarded).
Analysis of res by seni junior staff

A comparatively low return rate of staff questionnaires in Medley College resulted in
sub-groups of ten and six respectively when hierarchical status was considered.  Since
for the purposes of comparison these mumbers are of an order generally deemed to be
unsatisfactory where tests of significance are concerned", no such analysis was

undertaken.
Analysis of r 'f ! and 'veteran’ st

The results of a comparison between the two student qroups (given in Table 8.25) reveal

no significant difference in attitude score.
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On both the ‘A’ and ‘B’ Scales the group means give each set of students an average
attitude position of TEND TO DISAGREE; though on pastoral issues their views tend to
show less convergence and reflect, especially in the case of ‘veteran’ students, a wide
variety of attitude standpoints. It is in this area of provision also that both qroups
register the lowest mean scores for the student respondent sub-sets among the three
colleges. The lack of overall significant difference in attitude between the groups

parallels that noted in Settledon College.

Table 8.25
'Presher 'Veteran’
Students (n=76) Students (n=23) t
MEAN 65.21 67.48 -0.83"
1\ Scale s.d. 14.34 10.52
ii
MEAN 85.95 80.00 0.78
B’ Scale s.d. 26.78 33.31
bop=o0.2 1 b= 0.439

ANALYSIS OF RESPONDENT ATTITUDES IN NEWFIELDS COLLEGE

Examination of the attitude scores for staff and student respondents in Newfields
College (Table 8.26), gives rise to observed results that are both akin to and

different from those recorded in Settledon College and Medley College. Firstly, there
are significant differences between the groups’ wmean scores on both scales, as there
were in each of the other institutions. Thereafter, however, features of the data

which set the college apart are in evidence.
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Staff respondents record the lowest scale mean totals on both scales for that sub-group
within the three colleges. When the item means for the General Studies and Pastoral
Care scores are derived (3.73 and 3.81 respectively), it will be noted that these fall
below the TEND 10 AGREE point on the attitude continuum, distinquishing staff in

Newfields College as the only staff respondent sub-set not to have a positively-

orientated view of present provision in either area.  Students are similarly

differentiated in terms of being the only student sub-set to have an item mean score
(2.93) on the ‘A’ Scale that yields (albeit wmarginally) an average position on the
attitude continuum in the DISAGREE category.  Finally, with respect to the pastoral
domain, staff and student groups have the narrowest difference in scale mean scores for

any of the three colleges (suggesting, perhaps, a closer affinity of viewpoint).

Table 8.26
Staff (n=27) Students (n=108) t
MEAN 74.59 58.54 6.36%%
*A’ Scale s.d. 10.46 15.81
HEAN 95.26 86.08 3,154k
'B’ Scale s.d. 11.42 19.89

% p<0,01
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The most sinqular feature which emerges from comparison of the mean attitude scores for
staff according to their hierarchical level in Newfields College, is the close

correspondence which the scores exhibit. This is especially marked on the ‘A’ Scale
Qhere the respective fiqures for the two groups are 74.63 and 74.55. Senior staff are
in closer agreement among themselves on the ‘A’ Scale (as shown by a standard deviation
for the mean of 8.59) than any respondent sub-group within the three colleges, and
display a similarly relatively homogencous perspective on the ‘B’ Scale also, in

comparison with their more junior colleagques (as revealed by the data in Table 8.27).
Both sub-groups, then, as might be anticipated achieve a mean attitude position of TEND

T0 DISAGREE, which mirrors that of the overall staff position recorded in the previous

section.
Table 8.27
Senior Junior
Staff (n=14) Staff (n=13) t
NEAN 74.63 74.55 0.02!
'y’ Scale s.d. 8.59 13.19
MEAN 94.31 96.64 -0.48™
1B’ Scale s.d. 9.61 14.05
b= 0.986 1= 0.639
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alysis of by ‘fr ! !ye ! st

In common with their counterparts in Settledon College and Medley College, ‘fresher’
and ‘veteran’ students in Newfields College show no significant difference in their
attitude (as represented by their respective mean scores) towards the items on either
scale. The results in Table 8.28, however, indicate that with respect to General

Studies, the probability value for significant difference (0.067), whilst not reaching
the 5% level, does greatly exceed that noted for the corresponding qroups in Settledon
College and Medley College; though it would be injudicious to accept this at face

value without taking into account the fiqure for the standard deviation for the wmean of

16.80.

A similarly broad range of attitudes towards pastoral issues is also in evidence, with
both qroups’ scores dispersed quite widely about the mean. The ‘A’ Scale item mean

scores give each sub-set an average attitude position of DISAGREE, whilst those on the
B’ Scale equate to TEND TO DISAGRER.  ‘Veteran’ students in Newfields College recorded

the lowest ‘A’ Scale mean score for any respondent sub-set in the total sample.

Table 8.28
'Fresher 'Veteran’
Students (n=79) Students (n=28) t
MEAN 59.30 54,11 1.87"
'p! Scale s.d. 16.80 9,01
ii
MEAN 86.20 84.89 0.22
'B! Scale s.d. 19.35 23.30
1= 0.067 1op-0.825
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of data from intra-college anal

Comparison of analytical outcomes from the three colleges reveals factors common
between them, but also highlights institutional variation. The summary listing below

facilitates cross-referencing of these features and characteristics.

General Studies (‘A’) Pastoral Care (‘B’)

Respondent_qroups College OBSERVATTONS
contrasted
staff /Students Settledon Significant difference in attitude score between the groups on

both scales - the difference on the ‘A’ Scale being the most

pronounced amongst the three colleges.

Medley Significant difference in attitude score between the groups on
both scales. The range of staff response on the ‘A’ Scale (as
shown by the width of s.d. for the mean) was the most extensive

amongst the three colleges.
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Respondent_groups
contrasted

Junior/Senior Staff

College

Newfields

Settledon

Medley

Newfields

General Studies ('A’) Pastoral Care ('B’)

OBSERVATIONS
Significant difference in attitude score between the groups on
both scales. Staff have the lowest mean score on both scales
for this group amongst the three colleges. Students achieve
the lowest mean score on the ‘A’ Scale for this group. On the
'B’ Scale staff and students exhibit the narrowest difference

in mean score of the three colleges.

No significant difference in attitude score between the qroups
on the 'A’ Scale; significant difference found on the B’
Scale, however - the only case for these groups amongst the
three colleges. The mean score for senior staff on the ‘B’
Scale was the highest recorded for any sub-group in the

Pastoral domain.

No analysis undertaken (see page 335).

No significant difference in attitude score between the groups

on either scale. The ‘A’ Scale mean scores are the closest

for any paired sub-groups within the sample.
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Respondent. qroups
contrasted

'Fresher’/'Veteran'

Students

College

Settledon

Medley

Newfields

General Studies (’A’) Pastoral Care (’B’)

OBSERVATIONS
No significant difference in attitude score between the groups
on either scale. Mean scores represent the highest recorded

for these respondent sub-sets amongst the three colleges.

No significant difference in attitude score between the groups
on either scale. Both groups record the lowest mean scores on
the ‘B’ Scale for these respondent sub-sets amongst the three
colleges. ‘Veteran’ student respondents exhibit the widest
range of viewpoint (as revealed in the width of the standard
deviation for the mean) on the ’‘B’ Scale of any sub-group

within the three colleges.

No significant difference in attitude score between the groups
on either scale, though the result (p=0.06) is much closer to
being so for the ‘A’ Scale, than in Settledon College and

Medley College.
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The quantitative data provides a revealing measure of the range of difference between
staff and student viewpoints - demonstrated typically in Medley and Settledon College
by the correspondence of mean scores with differentiated attitude continuum positions
of TEND TO AGREE and TEND TO DISAGREE. The scale of these differences is, therefore,
perhaps surprisingly limited and may be seen to have implications for the resolving of

current problems arising within existing provision.

However, the patters of variation amongst respondent sub gqroups are relatively
complex, with differences being more pronounced or narrower, associated high and low
mean scores being featured and the range of perspectives appearing wider or more
restricted in some instances than in others. The contextual variables that qive rise
to this may make it less likely that taking account of collective ‘staff’ or ‘student
views on such issues will prove a valid or profitable form of evaluation by the

institutions concerned.
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CHAPTER 9

Responses to the sentence-completion (or open-ended) items were allocated to ten
classificatory categories, which were derived from the total number of responses to
items from a representative sub-sample of all respondents, as described in the section

"Development of the Attitude Questionnaire’.

The sentence-completion items which accompanied Scale A  (General Studies) were as

follows:

Al The most valuable aspect of the General Studies programme is .....

Bl The least satisfactory aspect of the General Studies programme has been .....

Cl My experience of the whole question of General Studies in College leads me to
say that .....
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The classification codes and descriptions for item Al are listed below:

The wost valuable aspect of the General Studies Programme is:

0 Opinion not ascertained.

1 Developing social confidence; open discussion/exchange of ideas.

2 Meeting students of differing ability levels/from different subject
backgrounds.

3 Working with others who share ones own interests.

4 Providing a change and relaxation from pressure of study for examinations.

5 Broadening of education/experience; providing balance in programmes of
study.

6 Creating opportunities for physical/practical activities.

7 The wide variety of courses on offer.

8 Freedom for staff and students to be involved in the organisation of courses

of particular interest.
9 Miscellaneous.
The distribution of responses by all staff across the total sample to item Al may be
seen in Table 9.1. More than one-third of staff respondents identified the broadening
of education or experience and the achievement of balance in programmes of study, as
the most valuable aspect of General Studies provision; and in consequence, this
response proved to be that most frequently noted.  Approximately half as many staff
(twelve in comparison to twenty five) qave the second most common response of seeing
the principal advantage as the change and relaxation which such courses afforded
students from the pressures of examination study. ‘The wide variety of courses on
offer’ was the third ranked staff response, which together with those above gave a
cumulative total in excess of 70%. Least common and seldom identified were the
perceived benefits of sharing common interests;  the development of social confidence
and open discussion of ideas; and the opportunity for physical or practical activity.
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Table 9.1 Distribution of responses by all staff to sentence-completion

item Al (General Studies)
Response codes % of responses Mumber of responses Cupulative
(rank order) per code per code %
5 38.46 25 38.46
4 18.46 12 56.92
7 15.38 10 72.30
0 7.69 5 79.99
9 6.15 4 86.14
(8 4.62 3 90.76
(2 4.62 3 95.38
6) 1.54 1 96.92
3) 1.54 1 98.46
1) 1.54 1 100.00

Note:

(Items 8 and 2 are equally ranked, as are items 6, 3 and 1).

If the respomses to item Al by all students across the total sample are considered in
relation to those of all staff, two interesting features may be noted. Pirstly, both
groups identify the function of General Studies as qiving respite from the pressures of
examination study and its role in promoting breadth and balance, as key benefits

(though the first and second rank orders for these responses are reversed for students
- see Table 9.2 - when compared with those for staff in Table 9.1). Secondly, there is
a noticeably higher proportion of idiosyncratic responses (ie those cateqorized as

'miscellaneous’) and ‘nil’ (or ‘opinion not ascertained’) responses among  students
(almost one-third) than amongst staff (this temds to feature consistently where General
Studies is concerned}.
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In addition, differences are

apparent between the qroups

in terms

of

subjects whose views are represented by the first and second rank

whilst over half of all staff respondents fall

students are similarly placed.

into these categories,

the proportion of
order categories:

less than 40% of

Table 9.2

Response codes $ of responses Number of responses Cumulative

(rank order) per code per code %
4 22.15 70 22.15
5 17.09 54 39.24
9 15.19 48 54.43
0 14.88 47 69.31
2 8.86 28 78.17
1 7.91 25 86.08
7 4.43 14 90.51
6 4.12 13 94.63
3 2.84 9 97.47
8 2.53 8 100.00
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In conjunction with analysis of respondents’ perception of the key benefits of the
General Studies programme, the views of all staff and students regarding the least
satisfactory aspect of current provision (item Bl) were identified via the following

codes and descriptors:

The least satisfactory aspect of the General Studies Programme has been:
0 Opinion not ascertained.

1 Wastes valuable time that could be spent studying for examinations.
2 Its compulsory nature.

3 Poor student attendance.

4 Lack of student interest and enthusiasm in participating.

5 Availability of courses at a given time.

6 The low priority attached by some staff to such provision.

7 Insufficient funding/resources.

8 Failure to match courses offered to student demand.

9 Miscellaneous.

The distribution of responses by all staff to item Bl is shown in Table 9.3. Nearly
half of all staff respondents focused on perceived lack of student wotivation as
panifested in poor attendance and 1limited enthusiasm.  The ‘mechanics’ of course
timetabling;  compulsory involvement; and funding and resources, were seen as factors
that were least problematic in relation to other issues. A significantly larger number
of staff offered responses for this item which were uncomson (and, therefore, which
were not represented by codes 1 - 8), than proved the case for item Al (’the most

valuable aspect of the programme’).
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Table 9.3

Response codes % of responses Number of responses Cumulative
(rank order) per code per code %
4 24.62 16 24.62
3 23.07 15 47.69
9 18.46 12 66.15
6 10.77 7 76.92
8 9.22 6 86.14
(2 4.62 3 90.76
(0 4.62 3 95.30
7 3.08 2 98.46
1 1.54 1 160,00
5 0.00 0 100.00

when the responses of all students to the item are compared to those of staff, a marked
reversal of emphasis is apparent. Nearly onme-third of student respondents placed most
stress on factors about which staff as a whole felt least concerned - namely:

compulsory  attendance and  restrictions of course  timetabling. Conversely,  those

aspects which appear to be of least significance for students - poor attendance and
lack of student interest and enthusiasm - are the aspects to which staff attributed
wst importance. A second feature of note from the data contained in Table 9.4 is that
over 25% of students made responses of an essentially individual nature;  often

reflecting upon their own experience in particular situations, their aspirations and
their expectations of ‘life’ within a sixth form college. This is reflected in the

position of the ‘Miscellaneous’ category at the head of the response code rank order.
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Table 9.4

Response codes % of responses Number of responses Cumulative

(rank order) per code per code %
9 27.85 88 27.85
2 18.67 59 46.52
5 13.29 42 59.81
0 12.66 40 72.47
8 11.711 37 84.18
1 4.75 15 88.93
6 3.80 12 92.73
7 3.15 10 95.88
3 2.85 9 98.73
4 1.27 4 100.00

The final sentence-completion item in this section of the questionnaire, item c1,
invited a freely-weighted response (unlike items Al and Bl which were positively and
negatively-orientated).  The classification codes and descriptors for this item were as

follows:
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My experience of the whole question of General Studies in College leads me to

say that:
0 Opinion not ascertained.
1 Thought of as important/worthwhile/interesting/enjoyable.
2 Course rationale needs to be reassessed/framework reorganised to increase

notivation/benefits to students.

3 A good idea in principle - problems in practice.

4 Not relevant/boring/would rather do other things.

5 Parity of emphasis with academic work needed/a qualification should be
available.

6 Students need to be involved in terms of contributing to the setting

up/design of courses.

7 Success of courses constrained by present narrow attitudes of students towards
breadth and balance in the curriculum.

8 Principle accepted but caveat relating to terms of study/attendance.

9 Miscellaneous.

When given the opportunity to focus freely on the salient issues as they perceived
them, staff respondents most commonly made observations relating to the importance and
merit of such courses; to their intrinsic interest; and to the enjoyment they
afforded. Table 9.5 reveals that slightly in excess of 30% of all staff saw General
Studies provision in this light as a result of their personal experience. Over 20% of
staff respondents, however, drew attention to the need for current provision to be
reviewed if students were to derive greater benefits from this. Very few staff felt
sufficiently strongly that formal certification or parity of emphasis with acadenic
work would constitute a means of achieving this, to indicate that such issues were
uppermost in their minds. Of the three General Studies sentence-completion items, item
Cl generated the largest number (approximately 17%) of responses of a miscellaneous

nature, which frequently comprised multi-faceted expressions of thought and belief.
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Table 9.5

Response codes % of responses Mumber of responses Cumulative
(rank order) per code per code %
1 30.77 20 30.77
2 21,54 14 52.31
9 16.92 11 69.23
(0 6.15 4 75.38
(3 6.15 4 81.53
(6 6.15 4 87.68
7 4,62 3 92.30
(4 3.08 2 95.38
(5 3.08 2 98.46
8 1.54 1 100.00

Similar opportunities to identify issues of importance to them, led students to qive
identical weighting - in terms of the first two rank order categories - to staff. The
data in Table 9.6 show that just over 18% of all student respondents were primarily
conscious of the value and benefit to be derived from General Studies courses -
substantially less than the proportion of staff vrespondents who were similarly
inclined. Almost as many, however, felt the need, as did the second largest qroup of
staff respondents, for reassessment and reorganisation of current provision. In common
with staff, very few students made reference to the status of General Studies in
relation to academic work, or to a constraining factor of ‘narrow attitudes’ on the

part of their peers.
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Table 9.6

Response codes % of responses Number of responses Cumulative
(rank order) per code per code %
1 18.04 57 18.04
2 16.78 53 34.82
4 14.24 45 49.06
9 12.97 41 62.03
0 12.34 39 74.37
(3 10. 44 33 84.81
(8 10.44 33 95.25
6 3.16 10 98.41
5 1.27 4 99.68
7 0.32 1 100.00
It is especially noticeable that student attitudes qenerated by this item
evenly-distributed across the classification categories, than are those of
cluster around the first three categories in the response code rank order.
Sent: letion items for e
The sentence-completion items which accompanied Scale B (Pastoral Care)

follows:

A2

B2

C2

The most valuable aspect of the Tutorial Programme has been

The Tutorial Programme would be more effective if

Student guidance and counselling in my experience of college to date is
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The classification codes and descriptors for the first of these items, item A2, are
listed below:

The most valuable aspect of the Tutorial Programme has been:

0 Opinion not ascertained.

1 Negative view: the opportunity to do homework/chat/have a rest/sit around.

2 Obtaining College news/information.

3 Social interaction with a mixed range of students.

4 Close personal relationships between students and staff.

5 The Tutor as a source of support and advice; Tutor as confidant.

6 A link between the individual student and the college.

7 The monitoring of students’ academic progress and career aspirations.

8 Ingrgased tutor-student communication; free expression of ideas and
opinions.

9 Miscellaneous.

The responses by all staff to the items are set out in Table 9.7. Prevalent vieus
among staff respondents (idiosyncratic  observations apart) related to the close

tutor-student relationships which, it was felt, the pastoral programme has helped to
bring about; and the wmentorship which staff had been able to offer to those for whon
they were responsible. Evident concern for the individual was the key issue for nearly
503 of staff - a further 10% having highlighted the link which the programme provided
between the individual student and the college. A relatively high proportion of

responses in the ‘Miscellaneous’ cateqory reflected the observations individual staff
made in relation to the context of their own tutor groups. There were no responses
vhich focused on the issue of institutional information/communication per se -

implying, perhaps, staff perception of the tutorial role as an ‘extended’ rather than a

'restricted’ one.
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Table 9.7 Distribution of responses by all staff to sentence-completion
item A2 (Pastoral Care)

Response codes % of responses Number of responses Cumulative
(rank order) per code per code ¥
4 21.54 14 21.54
9 20.00 13 41.54
5 16.92 11 58.46
(0 10.77 7 69.23
(6 10.77 7 80.00
3 9.22 6 89.22
(7 4.62 3 93.84
(8 4.62 3 98.46
1 1.54 1 100.00
2 0.00 0 100.00

If the responses of all students to the item are compared to those of staff, both
similarities and differences are apparent. Table 9.8 shows that in common with staff,
students do not perceive the wmonitoring of their academic progress and career
aspirations as a particularly valuable outcome of the tutorial work undertaken; but do
attach similar relative importance to the position of the tutor as wmentor and confidant
(With respect to issues of a particularly ‘personal’ nature).  The benefits most
frequently identified by studemts - those of social interaction with a mixed peer group
(through tutorial grouping arrangements and inter-tutor group activity) and the free
exchange of ideas and opinions (with tutors and fellow students) - were not, however,

natched by a broad consensus as to their relative importance among staff.
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There is also a disparity of emphasis in respect of the infrequency with which students
cite a close personal relationship with staff - unexpectedly so, perhaps, in the light

of their endorsement of the value of the Tutor as a source of support and advice.

Table 9.8

Response codes % of responses Number of responses Cumulative

(rank crder) per code per code ¥
3 21.52 68 21.52
8 19.94 63 41.46
5 1.1 37 53.17
9 10.76 34 63.93
2 10.44 33 74.37
0 9.81 31 84.18
1 5.38 17 89.56
4 4.43 14 93.99
6 3.16 10 97.15
7 2.85 9 100.00

In establishing by way of contrast the perceptions of all staff and students towards
means by which the tutorial programme wmight be wmore effective (item B2), the following

codes and descriptors were derived:
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The Tutorial Proqramme would be more effective if:

0 Opinion not ascertained.

1 Tutor groups were smaller.

2 A coherent programme of work existed/more was done.

3 There was more time for/greater emphasis on individual tutor-student contact.
4 There was more time for administration/less administration.

5 It was more interesting/relevant to students.

6 Less time was devoted to it.

7 Students were consulted regarding content.

8 "Negative’ response (eg ‘it was abandoned’).

9 Miscellaneous.

Wwhen invited to offer their views of the ways in which increased benefits might result
from the programee, staff placed a clear emphasis on more time for, and a greater

emphasis on, individual tutor-student contact.  Given staff respondents’ perception of
the principal benefit of the programme as the close tutor-student relationship which it
brought about (item A2), this perspective may be taken (in other than contradictory
terms) as an indication of awareness of the further advantages that wmight accrue - time
and programme content permitting.,  Approximately 10% of staff drew attention to the
related issue of reducing tutor qroup size, but a significantly qreater number of

responses  fell  into  the  ‘Miscellaneous’  category,  reflecting a  correspondingly

idiosyncratic perspective to that which was noted for the previous item (‘the wmost

valuable aspect’ of the tutorial programme).
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Table 9.9 gqives the distribution of all staff responses for these and the remaining

issues listed above.

Table 9.9 Distribution of responses by all staff to sentence-completion
item B2 (Pastoral Care)
Response codes % of responses Number of responses Cumulative
(rank order) per code per code %
3 46.15 30 46.15
9 26.15 17 72.30
1 9,22 6 81.52
0 7.70 5 89.22
(2 3.08 2 92.30
(4 3.08 2 95.38
6) 1.54 1 96.92
7) 1.54 1 98.46
8 ) 1.54 1 100,00
5 0.00 0 100.00

Responses to the item by students, are shown in Table 9.10 to be in marked contrast to
those of staff, in respect of the issues of qreatest and least concern. For students,
the necessity for the tutorial programme to have a qreater appeal to and relevance for
then, and for their views and opinions regarding content to be taken into account, are
equally-weighted priorities (perceived cumulatively by some 403 of respondents).  Such
matters were, however, of least consequence to staff in terms of response category rank
order. Very few students singled out the size of tutor groups as an issue to be

reconsidered, although this had been of some significance to a group of staff.
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Once again, a sizeable proportion of responses were categorized as ‘Miscellaneous’,
indicating individualized viewpoints.  Perhaps the only other response which may be
taken as indicative of a noticeable degree of concern, is that of the perceived need

for increased individual student-tutor contact (which had been ‘the key issue for

staff).
Table 9.10 istributj :
iten B2 (Pastoral Care)
Response codes % of responses Number of responses Cumulative
(rank order) per code per code %
5 20.57 65 20.57
7 20.57 65 41.14
9 18.04 57 59.18
3 13.29 42 72.47
0 12.03 38 84,50
2 7.59 24 92.09
6 3.16 10 95.25
(8 1.90 6 97.15
(1 1.90 6 99.05
4 0.95 3 100.00
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The classification codes and descriptors for the final sentence-completion item, item

€2, were as follows:

Student quidance and counselling in my experience of college to date is;

0 Opinion not ascertained.

1 Mequate; functioning as well as may be expected.

2 Limited by staff’s lack of experience; professional support needed in
counselling.

3 Available from tutors if required and if students are sufficiently motivated
to seek it.

4 Varied according to an individual tutor’s philosophy/personality/skills.

5 Particularly helpful in relation to higher education or career aims.

6 Poor; ineffective; non-existent.

7 Characterised by staff being pleased to help and advise.

8 Excellent; comprehensive; very effective as a result of adult treatment.

9 Miscellaneous.

The responses of all staff to the issue of quidance and counselling (Table 9.11) show
the largest single group (21.54%) to perceive existing provision at its optimum level.
Those who attested to the broad scope and quality of provision were, however,
outnumbered in total by others who, in subscribing to the next two wost frequently
noted viewpoints, were conscious rather of the ‘adequacy’ of provision, its not
unproblematic nature and its variability according to the philosophy, personality and
skills of the individual tutor (30.76% of respondents)., Few staff, however, identified

any corresponding need for support to be offered via ‘professional’ counselling.
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fable 9.11

Response codes % of responses Number of responses Cumulative
(rank order) per code per code %
8 21.54 1 21.54
(1 15.38 10 36.92
(4 15.38 10 52.30
9 13.86 9 66.16
2 7.69 5 73.85
(0 6.15 4 80.00
(3 6.15 4 86.15
(7 6.15 4 92.30
5 4.62 3 96.92
6 3.08 2 100.00

Student respondents were alwost equally divided in perceiving quidance and counselling
as being either ‘adequate’ or ‘functioning as well as may be expected’ (19.3%), and in
discerning insufficiency and ineffectiveness regarding the same (18.043). A group of
not dissimilar size (16.47%), however, expressed unqualified approval of the quality
and style of provision. Approximately 13% of respondents saw the issue essentially in
terms of a facility which existed for those who were sufficiently motivated to seek it.
Students’ experience, it would appear, did not promote an other than restricted

perception of variation in quidance and counselling according to the attitude,

personality and experience of individual tutors (of which staff seemed wmore conscious).
Table 9.12 shows these data and gives the distribution for the additional categories of

response for the item.
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Table 9.12

Response codes % of responses Number of responses Cumulative

(rank order) per code per code %
1 19.30 61 19.30
6 18.04 57 37.34
8 16.47 52 53.81
3 13.29 42 67.10
0 10.44 33 77.54
9 7.91 25 85.45
5 4.43 14 89.88
4 3.80 12 93.68
7 3.48 11 97.16
2 2.84 9 100.00
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SUB-GROUP ANALYSIS OF SENTENCE-COMPLETION ITEMS BY "POSITION"

In deriving sub-groups by ‘position’ from the full staff and student respondent
populations (ie ’senior’/’junior’ staff and ’‘fresher’/’veteran’ students) the number of
responses accounted for within nine classification categories imevitably reduces to an
extent where discrimination by full rank order and percentage tabulation is, perhaps,
of lesser value than focusing on those descriptors which attract a ‘siqnificant’
proportion of responses (in  non-statistical terms), and, conversely, those which

attract least or none.

Responses by ’senior’ staff across the three colleges to item Al:

The most valuable aspect of the General Studies programme is ..... !

revealed that almost 40% gave precedence to issues of breadth and balance in students’
experience and programme of study. This figure was more than twice that recorded for
the next jointly most common observations which related respectively to the wide

variety of courses available, and the opportunities which such courses offered for
change and relaxation from the pressures of study for examinations. In cumulative
terss, these three categories incorporate 70t of senior staff respondent perspectives.
No responses were noted in comnection with perceived social bemefits and open

discussion, or advantages which might accrue from the sharing of common interests.
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Similar emphases were in evidence for aspects of premier importance to ‘junior’ staff
respondents.  40%  identified the broadening of education or experience and the

provision of balance in programmes of study as the key issue; a further 25% cited the
respite offered from the normal academic curriculum and its related assessment. A
spaller proportion (12%) highlighted the range of courses on offer, which for ‘senior’
staff had been of comparable importance to the aspect last wmentioned. All remaining
categories assumed almost equal weighting in respect of the few observations relating

to thenm.

The distribution of responses by ‘senior’ staff respondents to item Bl:

'The least satisfactory aspect of the General Studies programme has been ..... !

revealed primary concern for motivational factors. Poor student attendance and lack of
student interest and enthusiasm in participating, were issues that accounted

collectively for 50% of the observations made by the respondent sub~group. A further
203 expressed opinions of a miscellaneous and ‘personal’ nature. No views were offered
in relation to problems posed through the taking up of ‘valuable time that could be
spent studying for examinations’, or the availability of courses at given times.

Although attributing similar importance to the issues identified most frequently by
'senior’ staff, ‘junior’ staff respondents’ views were not accounted for to quite the
same extent by the categories in question (44% being so allocated).  Corresponding
absence of observations concerning course impact on examination study tise and

accessibility were noted; however, funding and resource issues were highlighted less

frequently by the sub-group than by their more senior counterparts.
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Iten Cl:

'My experience of the whole question of General Studies in College leads me to say

gives rise to a contrasting pattern of response distribution between ‘senior’ and
'junior! staff respondent sub-groups, which was not observed for the previous items.
Whilst 35% of the former group thought of General Studies as being important,

interesting and worthwhile, just over 20% of the latter were similarly inclined.

In likewise fashion, nearly 30% of ’senior’ staff drew attention to the need for course
reassessment and reorqanisation if students’ wmotivation was to increase and greater
benefits were to be derived; however, less than half that number of ’‘junior’ staff
respondents perceived the same priorities.  Conversely, whilst no ’senior’ staff were

located in the category relating to lack of relevance and a preference for other

activities, several ’junior’ respondents expressed such a view.

The responses by all ‘fresher’ students to the opportunity to identify the most
valuable aspect of the General Studies programme, revealed the wmost salient issue to be
the change of focus from the demands of examination courses, with one in four

respondents being accounted for in this way.
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The only other category of perspective occurring with any notable frequency (apart from
'mil’ and ‘miscellaneous’ responses which collectively accounted for some 28% of the
sub-group) was that concerning the broadening of education and experience to give a
balanced personal and study profile, which reflected the views of 15% of respondents.
Those issues least commonly identified were the freedom for staff and students to be
involved in the organisation of courses of particular interest to them, and the

opportunity for working with fellow enthusiasts.

Veteran’ students perspectives of the principal benefit of the programme gave rise to
rank order reversal in respect of the two most commonly cited issues - ie 25% of the
sub-group focused on perceived advantages of breadth and balance, whilst 15% made

reference to respite from the pressure of study for examinations.

There was a similar infrequency of respomse to that of their ‘fresher’ counterparts
regarding shared extra-curricular interests, but added to this was an almost complete
absence of reference to the issue of the variety of courses on offer. An unusually
high proportion of responses for this item (and the next one) fell into the

miscellaneous’ category (25% of the total being thus ascribed).

Item Bl - relating to the least satisfactory aspect of General Studies provision -
prompted ’fresher’ studemt respondents to offer, wmost commonly, viewpoints centring on
the issue of ‘choice’ - choice in the sense of their disapproval of its compulsory

nature and choice with regard to the availability of courses at a given time.
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Approximately one-third of the sub-group responses were allocated to these two

categories; on a similar note - that of failure to match courses offered to student
demand, a further 15% of respondents drew attention to an issue which revealed a common
thread of concern for matters relating to ’‘client’ preference. By comparison, almost
no-one viewed the problem in terms of a lack of student interest and enthusiasm in
participating. Over a quarter of the group’s responses (the highest proportion for
either respondent sub-set on any open-ended item) were of a nmiscellaneous nature -

frequently anecdotal in detailing personal ‘qrievance’.

The disquiet of ‘fresher’ students was wmirrored in the observations of their ‘veteran’
fellows: one-third of respondents voiced objections to compulsory involvement in the
programme and limited access to courses of interest. An additiomal 20% expressed

dissatisfaction at the failure to wmatch content with demand. Whilst similarly inclined
to omit reference to the effect of student attitude on programme outcomes, ‘veteran’
students also alluded less frequently to constraints wupon time for examination study

than their ‘fresher’ counterparts.

The joint most frequently observed categories of response by ‘fresher’ students for
item C1 - which invited free comment upon the General Studies issue - revealed an
equally divided concern on the one hand for reassessment of the course rationale or
reorganisation of the framework in order to increase wmotivation and benefits to
students, and on the other, appreciation of the programme’s importance and the
enjoyment it engendered.  Whilst one-third of the sub-group’s responses were thus
ascribed, a further 25% were accommodated within the categories relating to lack of
relevance and interest value and acceptance of the gemeral principle with a caveat

concerning terms of study or course attendance.
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Again, respondents were almost evenly distributed between the two cateqories. Very few
meabers of the group perceived the key factor to be a constraining of course success by
the current attitudes of students towards breadth and balance in the curriculum, nor

the need for parity of emphasis with academic work and an associated qualification.

Their senior counterparts were similarly disposed in respect of more or less

equally-weighted preoccupation with the contrasting issues of the programme’s central
value and the necessity for its re-appraisal, but were drawn to these in larger

proportion (40%). Whilst the issue of relevance and interest value assumed the same
rank order position as above, it was not accompanied by acknowledgement of the basic
notion with attendant ‘conditions’, which was an issue relegated to a lower level of
precedence among ‘veteran’ students. There was a corresponding lack of reference to
student attitudes and their impact on course success, as well as to equivalent status
with examination courses;  however, the gqroup demonstrated in addition an almost

complete absence of reference to the issue of student involvement in the setting up and

design of courses.

In response to item A2:

'The most valuable aspect of the Tutorial Programme has been ..... !

the perspectives of nearly half of ’senior’ staff respondents related to the notions of
close personal interaction between students and staff and to the tutor as a source of

support and advice (not infrequently in the role of confidant).
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A further 20% saw the key issue (perhaps in a corresponding light) as that of the link
between the individual student and the college. However, no member of the sub-group
felt that the principal benefit was the opportunity to convey college news or

information, nor that the programee wmerely facilitated relaxation, social intercourse

or study time.

The views of ‘junior’ staff respondents were more widely dispersed across the nine
classification  categories. Thus, whilst  tutor-student relationships were  similarly
highlighted in terms of rank ordering of issues, just over 30% of respondents were
sufficiently comscious of these as salient factors.  With the exception of the
'wiscellaneous’ category (accounting for nearly ome in five responses) no other

category reflected marked concern for additional outcomes.

As proved the case for the ‘senior’ staff respondent sub-group, jumior’ staff were
least disposed to identify either institutiomal communication or social diversion as
attendant benefits.

Additional time for/qreater emphasis on individual tutor-student contact was the single
most dominant dimension of response by ‘senior’ staff (25% of all observations) in

relation to item B2:

"The Tutorial Programme would be more effective if ..... 4

N



and there is correspondence here with the value attached to the rapport achieved
between staff and students, noted above. A substantial volume of responses (nearly one
in four) were of a miscellaneous nature and revealed common preoccupation with
individual  circumstances.  There were no  observations concerning the  programmse’s
relevance and appeal, the devotion of less time to it or its demise, nor recommendation

that students be consulted with regard to content.

For ‘junior’ staff respondents, a means of bringing about a greater degree of
individual tutor-student contact was again the principal issue of concern, with 323 of
the sub-group passing comment wupon it. An interesting corollary to this is the
reference by a further 203 of respondents to the need for smaller tutor groups - a
mechanism, perhaps, by which closer contact might be achieved (though not one to which
'senior! staff had referred in other than isolated cases). Those issues least
frequently alluded to were as found for ‘senior’ staff, though some limited reference

was made to each (as opposed to none in the former case).

Item C2:

'Student quidance and counselling in my experience of College to date is ..... !

gave rise to a vote of confidence at the optimum level for almost one-third of ‘senior’
staff respondents.  In perceiving present provision as being excellent, comprehensive
and deriving its success from treating students as adults, these respondents were

counterbalanced somewhat by the 25% who collectively felt that such provision night at
best be adequate or functioning as well as wmay be expected, or that it varied according

to an individual tutor’s philosophy/personality/skills.
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There was no reference to an overall lack of effectiveness or quality and very little
to availability of a facility which needed to be exploited via initiative on the part
of the student in seeking it. A marked contrast was observed in relation to /junior’
staff respondents’ perceptions of the quality of pastoral care offered to students.
Only in one instance was there acknowledgement that the level of provision was of a
high order; nearly 25% of the sub-group opting instead to characterize this as

'adequate’ and a similar number holding to the idea of dependence on the individual
traits of a given tutor. The value of gquidance and counselling in relation to higher

education or career aims was the aspect of experience least frequently referred to.

Notions of ‘utility’ were well to the fore when ‘fresher’ students sought to identify
the most valuable aspect of the Tutorial Programme (item A2). The obtaining of college
news and information, increased tutor-student communication and perception of the

tutors as a source of advice and support collectively accounted for about a third of

respondent perspectives, in more or less equal measure.

over 20% of the gqroup, however, were conscious of the benefits of social interaction
with a ‘mixed’ range of students. Few attributed especial importance to the monitoring
of academic progress and career aspirations or made mention of a link between the

individual student and the college.
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"Veteran’ students likewise qave precedence to interpersonal relations with one’s peers
as the wmost valuable outcome - some 203 of the sub-qroup’s observations being allocated
to this response category. MNearly 40% of respondents’ views were accounted for in

relation to perceived advantages of the availability of the tutor as a source of

support and advice, increased tutor-student communication and the opportunity to obtain
college news and information. The least common response among ‘veteran’ students was
that which reflected an essentially ’negative’ perception of programme outcomes, in

respect of ‘chatting’, ‘having a rest’, ‘doing homework’ and so forth.

one in four ‘fresher’ students highlighted the need for the programme to be more

interesting and relevant, when invited to consider how it might be made more effective.
A similar proportion drew attention to consultation issues - either with respect to
greater individual student-tutor contact or to the canvassing of students’ views

reqarding programee content.  Little wmention was made of a need for smaller tutor

groups, allocating less time to the programee or freeing participants from attendant
administrative pressures. The wmost salient issue for ‘veteran’ students was that of
client involvement in programme planning - a concern articulated by some 303 of the
respondent group.  An additional 20% felt that the programme would have more to offer
if it catered for students’ interests and addressed their needs. Those issues least

frequently identified were as reported for ‘fresher’ respondents.

When invited to reflect freely on provision for student gquidance and counselling, just
over a third of ‘fresher’ student respondents were drawn in almost equal nmeaswre to an
appraisal of this as being adequate or functioning as well as may be expected, and

condemnation of it as poor, imeffective or non-existent.
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Approximately 15% characterized it as excellent, comprehensive and very effective as a
result of adult treatment. Its value in relation to higher education or career aims
and proposals that professional support in counselling be adopted, were notions least

commonly encountered.

Jeteran’ students were nmarginally more satisfied with the adequacy of quidance and
counselling than their ‘fresher’ counterparts, though the proportion who rated it as
either poor or excellent vremained approximately the same (the respective fiqures being
2%, 18% and 143). In common with fresher’ respondents the group seldom identified a
need for professiomal support in counselling, but also made infrequent reference to
variation in provision according to an individual tutor’s philosophy, personality or

skills.

378



General Studies (A

A1l staff: Most valuable aspect

All students: Most valuable aspect

A1 staff: Least valuable aspect

All students: Least valuable aspect
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1 Broadening/balance.
2 Change/relaxation.
3 Wide variety.

Social benefits least mentioned.

1  Change/relaxation.
2 Broadening/balance.
3 Miscellaneous.

'Interest’ factors least mentioned.

1 Lack of student interest.

2 Poor attendance.

3 Miscellaneous.

Course availability and ‘wasted time’

least mentioned.

1 Miscellaneous.

2 Compulsory nature.

3 Course availability.

Poor attendance and lack of interest

least mentioned.



All staff: Overall view

All students: Overall view

A1l senior staff: Most valuable aspect

All junior staff: Most valuable aspect

All senior staff: Least valuable aspect
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1 Important/enjoyable.

2 Review/reassess provision.

3 Miscellaneous.

Modified attendance and parity with

academic work least mentioned.

1 Important/enjoyable.

2 Review/reassess provision.

3 Not relevant/boring.

Parity with academic work and
‘narrow’ attitude of students least

mentioned,

1 Broadening and balance.
2 Wide variety.
3 Change/relaxation.

Social benefits least mentioned.

1  Broadening and balance.
2 Change/relaxation.
3 Wide variety.

No distinctive uncommon element.

1 Poor student attendance.

2 Lack of interest.

3 Miscellaneous.

Wasted time and course availability

least mentioned.



All junior staff: Least valuable aspect 1  Poor student attendance.
2 Lack of interest.
3 Miscellaneous.
Wasted time, course availability and

funding/resources least mentioned.

A1l senior staff: Overview 1  Important/enjoyable.
2 Review/assess provision.

'Not relevant’ least mentioned.

All junior staff: Overview 1 Important/enjoyable.
2 Review/reassess provision.

No distinctive uncommon element.

All fresher students: Most valuable aspect 1 Change/relaxation.
2 Miscellaneous.
3 Broadening/balance.
Interest/shared enthusiasms least

mentioned.

All veteran students: Most valuable aspect 1  Broadening/balance.
2 Change/relaxation.
Shared interests and wide variety

least mentioned.

All fresher students: Least valuable aspect 1 Compulsory nature.
2 Course availability,
3 Matching to student demand.
Lack of interest/enthusiasm least

gentioned.
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All veteran students: Least valuable aspect

All fresher students: Overview

All veteran students: Overview

Pastoral Care (B

A1l staff: Most valuable aspect
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1  Compulsory nature.

2 Course availability.

3 Matching to student demand.
Lack of interest/enthusiasa and

wasted study time least mentioned.

1 Review/reassess provision.

2 Important/enjoyable.

3 Not relevant.

Students’ attitude and parity with

academic work least mentioned.

1 Important/enjoyable.

2 Review/reassess.

3 Not relevant.

Students’ attitude, parity and
contribution to courses least

mentioned.

1 Staff/student relationship.
2 Miscellaneous.

3 Tutor as confidant.
Institutional information least

mentioned.



All students: MWost valuable aspect

All staff: More effective if ..

All students: More effective if ..

All staff: Overall view
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1 Social interaction with mixed
peer group.

2 Exchange of ideas/opinions.

3 Tutor as confidant.

Monitoring and colleqe/individual

link least mentioned.

1 More time for individuals.

2 Miscellaneous.

3 Smaller groups.

More interesting and conferring with

students least mentioned.

1  More interesting/relevant.

2 Need for consultation.

3 Miscellaneous.

More time for administration least

mentioned.

1  Excellent/adult treatment.

2 Adequate.

3 Varied according to
outlook/personality/skills.

Useful re H.E./career aims and poor

in quality least mentioned.



All students: Overall view

All senior staff: Most valuable aspect

All junior staff: Most valuable aspect

All senior staff: Least valuable aspect

All junior staff: Least valuable aspect
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1 Adequate.

2 Poor/ineffective.

3 Excellent/adult treatment.
Limited by staff inexperience least

nentioned,

1 Close personal interaction.

2 Tutor as confidant.

3 Link between student and
college.

College news/information and social

benefits least mentioned.

1 Close personal interaction.
2 Miscellaneous.
College news/information and social

benefits least mentioned.

1 Greater individual contact.
2 Miscellaneous.

Lack of relevance, less time and
consultation with students least

nentioned.

1 Greater individual contact.
2 Smaller groups.
Lack of relevance, less time and

consultation with students least

wentioned.



All senior staff: Overview 1  Excellent/adult treatment.
2 Adequate.
3 Varied according to individual
tutor.
Poor quality and availability if

sought by student least mentioned.

All junior staff: Overview 1  Adequate provision.
2 Varied according to individual
tutor.
Value in relation to H.E. or career

aims least mentioned.

All fresher students: Most valuable aspect ({

p—

Social interaction with peer

group.

( 2 Increased student/tutor
comnunication (including news
and information).

( 3 Tutor as source of advice/
support.

Nonitoring of progress and link
between college and individual

student least mentioned.
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All veteran students: Most valuable aspect

A11 fresher students: Least valuable aspect

A1l veteran students: Least valuable aspect

All fresher students: Overview
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1

Social interaction with peer
qgroup.

Tutor as source of advice/
support.

Increased communication
(including news and

information).

Negative perceptions least mentioned.

More interesting/relevant.
Consultation needed.
Greater individual contact

needed.

Smaller groups, less time and

administrative pressures least

mentioned.

1

2

Consultation needed.

More interesting/relevant.

Smaller groups, less time and

administrative pressures least

rentioned.

1 Adequate provision.

2 Poor provision.

3 Excellent/adult treatment.

Value in relation to H.E. and need

for ‘professional’ support least

pentioned.



All veteran students: Overview 1 Adequate provision.
2 Poor provision.
3 Excellent/adult treatment.
Need for ‘professional’ support and
variation according to individual

tutor least mentioned.

Lk

= equal ranking.
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Taking both institutional and hierarchical variables into account, the sub-group
analysis of responses to the sentence-completion (or open-ended) items which follows,

highlights  those  perspectives  that  characterize and, thereby,  differentiate  the

colleges.

General Studies items

tsenior’ staff respondents’ views of the most valuable aspect of the General Studies
programee did not differ wmarkedly overall, though the issue of breadth and balance was
endorsed less strongly in Newfields College than in the other two colleges.  Their
'junior’ colleagues were similarly situated, especially with respect to comparison with
Medley College where nearly two in three respondents were agreed about the principal

benefit.

There was more variation to be observed, Thowever, amongst ‘fresher’ student

respondents, for whom diversity of viewpoint was evident in relation to four issues
arising from the item. Those in Newfields College were in accord with both staff
respondent sub-groups in making less frequent reference to the notions of balance and
breadth than their fellows in Settledon College and Medley College (especially so in
the former case where such reference was wmore than twice as common). However, the
sw-group in Newfields College were alone in attributing some value and importance to
opportunities to work with others who shared one’s interests.  ‘Fresher’ students in
Medley College were less conscious of the advantages of change and relaxation from
pressure of study for examinations, and those in Settledon College of the development
of social confidence and the chance for open discussion and exchange of ideas.
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Veteran’ respondents differed in only two respects: firstly, with regard to reversed
emphasis in respect of the issue of breadth and balance, where students in Newfields
College alluded to it most frequently and students in Settledon College least; and
secondly, in relation to the issue of wmeeting students of varying ability levels or
from different subject backgrounds, where respondents in Settledon College identified
such benefits with greater frequency than proved the case in Medley College and

Newfields College.

Staff respondent perspectives concerning the least satisfactory aspect of the programme
showed the same degree of correspondence as noted for the first item (A1), with a
single issue, that of lack of student interest and enthusiasm in participating, proving
dominant among ‘senior’ staff in Settledon College and almost absent in the

observations of colleagues in Medley College and Newfields College.

Contrasts in students’ views centred upon three aspects of provision, of which two,
namely:  availability of courses, and funding and resources, concerned ‘fresher’

respondents. The former issue, although referred to by nearly 25% of the sub-growp in
Settledon College and approximately 20% in Newfields College, was cited by a single
respondent only, in Medley College. On a similar note, while one in eight ‘fresher’
students raised the question of insufficient funding and resources in Newfields

College, a single case was recorded in Settledon College and no reference was made to
the issue in Medley College.  Amongst ‘veteran’ respondents, compulsory involvement in
the programse drew a distinction between Settledon College and Medley College, with the

former having twice the frequency of reference to the issue to the latter.
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Although on average more than half the ‘senior’ staff respondents in Settledon College
and Newfields College were predisposed to describe the programme as being important,
worthwhile and enjoyable when asked to consider their overall reaction towards it, only
two such instances were noted in Medley College.  Correspondingly, amongst ’junior’
staff respondents the principal distinction between the institutions was the reference
solely by the sub-group in Medley College to the need for reassessment of the course’s
rationale, or the reorganisation of its frawework, if students’ motivation was to be
increased and the benefits to them made more apparent (this was matched by a similar

focus of concern - though not exclusively so - among their ’senior’ colleagues).

Fresher’ students in Medley College were differentiated from their fellows in the other
two colleges, as their ‘tutors had been, in respect of their dissatisfaction with

current philosophy and provision and demands for reappraisal of the same. In contrast,
although acknowledging that there were problems in practice, respondents in Settledon
College were more ready to accept the value of the notion in principle, whilst those in
Newfields College were least prone to observe that courses were not relevant or boring
but most likely to embrace the gemeral idea qiven some form of caveat relating to

terms of study or attendance.

'Veteran’ respondents’ perspectives differed only with regard to programme value and
interest level and were confined in this respect to the one institution. Students in
Medley College most frequently alluded to their lack of interest in the courses and
their inmability to see the relevance therein (nearly half the sub-group being so
disposed) and, correspondingly, referred least often to ‘them as being important,

worthwhile and enjoyable.
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Pastoral Care items

Two issues provided the focus for contrasting views among ‘senior’ staff respondents in
identifying the wmost valuable aspect of the Tutorial Programme. These were the
perceived benefits of social interaction with a mixed range of students - a view
confined to the sub-group in Settledon College, and close personal relationships
between students and staff - with a low incidence of observations concerning the same

in Newfields College.

tJunior’ staff did not exhibit any marked variation in their views towards the item.

Differences in ‘fresher’ students’ perspectives were especially evident in relation to
the issue of increased tutor-student communication and free expression of ideas and
opinions; in connection with which the sub-group in Settledon College declared their
avareness far more frequently than did the equivalent gqroups in Medley College and
Newfields College.  Recognition of close personal relationships between students and
staff was an issue found to be wmost dominant in Medley College (seldom being referred
to in the other two colleges), as was that of the tutor as a source of advice and

support.

Settledon College and Newfields College were seen to be contrasted as a result of
reference by ome in four ‘veteran’ students in the latter institution to the
opportunity to obtain college news and information and the virtual absence of such

reference among the respondent sub-groups in the former.
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In the context of suggested improvements to the Tutorial Programme, both ’senior’ and
‘junior’ staff respondents in Medley College were distinquished from colleagues

elsevhere in terms of their desire to secure more time for, or a gqreater emphasis on
individual  tutor-student  contact. 'Senior’  staff in  Settledon College  were

characterized by an unusually high proportion of ‘miscellaneous’ responses that raised
such diverse issues as: the adoption of a more positive view by the minority of staff
who were not committed to the programme; the availability of more time for staff
training and preparation; the need for prescribed wmaterial with which to initiate all
tutorial sessions; a means of ensuring better student attendance and the development

of a more serious approach to pastoral work in feeder secondary schools.

Several aspects of proposed programme  amendment served to differentiate  ‘fresher’

student respondent sub-groups across the three colleges.  Settledon College stood out
in this respect in three of the observed instances: firstly, with regard to the one
in three respondents who expressed a wish that content be wmade more interesting and
relevant to students (a plea made less often in Medley College and Newfields College);
secondly in respect of the isolated cases where reference was made to the need for a
coherent programme of work or for more specific activities to be undertaken; and

lastly, in relation to the equally low number who perceived the necessity for devoting
more time to or placing greater emphasis on individual tutor-student contact.  The
latter were contrasted most noticeably with respondents in Newfields College where one

in four respondents accordingly made suggestions that such change occur.
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The ‘veteran’ student respondent sub-group in Settledon College mirrored its ‘fresher’
counterpart in that few declared concern for creating increased contact between tutors
and students on an individual basis; however, a separate issue of some consequence to
this gqroup was that students be consulted regarding programme content. Veteran’

respondents in Medley College had interests in common with the ‘fresher’ sub-qroup in
Newfields College with respect to the issue of tutor-student contact, with one in three

drawing attention to the need for a more individualized approach.

The discriminating factor among ‘senior’ staff respondents on the final item was the
perception within  Settledon College of the excellence of student quidance and

counselling, with 50% of the sub-group citing this as the key aspect of provision. By
comparison, less than 20% of respondents in Medley College gave the corresponding

affirmation.

'Junior’ staff respondent sub-groups were also distinguished from each other by virtue
of a single issue - that of quality of care being varied according to an individual
tutor’s philosophy, personality or skills. Whilst scant reference was made to the
notion in Newfields College and nome at all among respondents in Settledon College, 40%

of the sub-group in Medley College attached precedence to this.

The ‘fresher’ student sub-group in Settledon College found itself in agreement with the
institution’s  ‘senior’  staff  respondents with regard to  endorsement of  the
effectiveness of care, relative to the support declared in the other two colleges

(though not of the same order, at a frequency level of one in five respondents).
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whilst of roughly equal (albeit limited) concern to the respondent sub-groups in Medley
College and Newfields College, the issue of the ‘tutor variable’ in determining the

quality of care was entirely disregarded by ‘fresher’ students in Settledon College.

'Veteran’ respondents in Newfields College placed an emphasis on the benefits of
tutors’ advice in relation to higher education or career aims that was not parallelled
in Settledon College and Medley College, and those in Settledon College on the
availability of quidance and counselling from tutors as and when required, given

sufficient student motivation in seeking it.

Whilst some general patterns of agreement are discernible within the data from the
open-ended items when respondents are grouped in the broadest possible terms, the
emphasis which sub-groups place on particular issues within and across the colleges is
further evidence of the wmatrix of ‘cooperation, compliance, competition, resistance and

authority’ (Chapter 1, p4) upon which curricular practice is enacted.

Thus, for example, although the lack of student interest in and enthusiasm for General
Studies might be a critical issue for senior staff in one college, it appears to be
superseded by other concerns among their counterparts elsewhere; and similarly, whilst
fresher students within a given institution may express a desire for more interesting
and relevant content in the pastoral programme, their veteran fellows perceive a means

of influencing this through demands for consultation.
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Aqain then, the evidence from the writer’s research suggests that it is, perhaps,
unduly simplistic to regard the variables of imstitution and status as direct
correlates of attitude; and that there are further implications here for the notion of
acknowledged ‘climates’ within colleges and perceptions of the views of students or

staff ‘bodies’, or their constituent parts.
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CHAPTER 10

CONCLUSION: REVIEW AND IMPLICATIONS

This study has sought to investigate the attitudes of students and staff in three sixth
form colleges towards aspects of the curriculum deemed to enrich student experience.
It is an area of research in which the rhetoric and the reality has been inadequately
explored - especially from the comparative perspective of both those who work in and
those who attend such colleges. Through drawing on an holistic view of the research
process the investigation has attempted to provide a valid representation of

participants’ construction of reality, which is recognised not as being single and
fixed but wmultidimensional and subject to change. In so doing, it provides important
information about some of the factors that facilitate and constrain the embedding of a
key philosophical concept within the sixth form college curriculus, and offers a basis

for comparison of ideological intent and effect in similar institutional contexts.

The advantages of ‘integqrating’, or perhaps, wmore accurately in the light of earlier
discussion, ’juxtaposing’ methodological approaches have been examined at some length;
however, it is only in retrospect that proper comsideration can be given also to

possible complexities.
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Thus, where inspection of mean scores for significant difference was undertaken on the
questionnaire data, the size of respondent sub-groups was only just large enough in
some cases (and not sufficiently large in one case) to make such analysis meaningful in
statistical terms.  Yet’ generation’ of a larger sample of respondents was not

warranted when the theoretical quidelines followed during the interview data collection
phase indicated that further information would not add to existing concepts or produce

viable alternatives.

Reconciling theoretical preference with potential practical difficulties is not always
fully addressed by advocates of integrated wmethodology, but «clearly needs to be given
consideration by a researcher intending to proceed in this way,  Additional factors

relating to the cross-referencing of data are discussed below.

Comparison of data

The open-ended interviews conducted in the three colleges, yielded, as noted in Chapter
5, key themes which incorporated the salient dimensions of participants’ attitudes;
items in the questionmaire were constructs elicited from these.  However, factor
analysis of questionnaire data generated unidimensional scales which suggested that the
items used were combining in an additive way to provide a measure of a ‘global’
construct  (attitude towards General Studies and  Pastoral Guidance  respectively).
Consequently, there can be no measure of simple correspondence between the data derived

from each source).
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Where initial comparison can perhaps be achieved without due difficulty, is in specific
eramination of respomse to the sentence-completion (or open-ended) items and the
unstructured interview data respectively. On a college-by-college basis, a number of

parallels may be drawn.

General Studies

For Settledon College, both data sources revealed a recognition among staff and student
sub-groups of the benefits which General Studies brought in terms of broad and balanced
curriculun  profiles.  This ‘wider perspective’ of sixth form education, though more
prevalent here in the ‘fresher’ (first year) student population than anywhere else, did
not, however, emerge in the questionnaire responses of their ‘veteran’ fellows, who
were wmore preoccupied with the issue of ‘compulsory involvement’ (citing it twice as

frequently as in Medley College, for example).

Despite the emphasis traced in both sets of data of the importance placed by the
college’s senior management on General Studies courses, there is a corresponding
allusion to lack of student interest and enthusiasm in participating, which links with
references to attendance problems. For ‘veteran’ students the attractions of such
courses tended to be found in the constant of social mixing with peers whose aptitudes,
aspirations and subject  backgrounds differed from their own. 'Fresher’  students’
acknowledgement of the change and relaxation from academic study was common to both

contexts, as was their criticism concerning course accessibility.

398



In Medley College relatively infrequent reference to particular issues was noted across
both sets of data - for example: funding and resources, course availability and change
and relaxation among ‘fresher’ students; course value and enjoyment among their

tyeteran’ counterparts; and lack of student interest and enthusiasm in participating

among senior staff.

Each measure also elicited declared common attitudes towards given issues for all

sub-groups; this was most marked in respect of the focus by senior and junior staff
and ‘fresher’ students on the need for reassessment and restructuring respectively of
the course rationale and its framework. It was also evident, however, with regard to
'yveteran’ students’ observations of lack of interest and relevance; to the concern of
both student groups with questions of choice and variety and to the belief of senior
and junior staff in a ocuriculun which was not wholly examination-orientated, but which

offered both breadth and balance through the central influence of a General Studies

programme.

Newfields College represents the single case where dimensions highlighted in one set of
data tended not to assume similar prominence in the other. Thus ‘fresher’ students’
signalling in their questionmaire responses of ascribed benefits such as ’shared

interests’, was not parallelled in the interview situation; nor, too, was their

tyeteran’ peer qroup’s assertion regarding the associated benmefits of breadth and

balance.  Similarly, senior staff’s concern for the course’s ‘image problem’ and

students’ preference for attending to their academic studies which was apparent from
the interview data, was singularly absent in reference to lack of student interest and
enthusiasm in participating, in their responses to the questionnaire. However, as with
the two other case studies, several themes were either commonly encountered in both
sources, or were, correspondingly, disregarded.
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These  included  ‘fresher’  students’  disapproval of  compulsory  attendance  (and,

therefore, the favouring of some form of optional involvement); the emphasis placed by
senior staff on the central importance and value of the programme; the question of
choice and variety (and, implicitly, accessibility) cited by all students; and the

acknowledgement by all participants of the benefits of change and relaxation.

Pastoral guidance

The emphasis by the senior staff group in Settledon College on the central principle of
care at sixth form level, which was so clearly demonstrated in the interview data, and
on uniform quality of delivery of the pastoral curriculum across the tutor team, which
accompanied it, was mirrored in the findings from the open-ended items. This key
concern, that of taking cognizance of college students’ emerging adult status and
attributing to them a corresponding sense of responsibility, was consistently
highlighted with a frequency not parallelled in the item responses of the other
colleges.  Similarly, variation in provision according to the skills and philosophy of

individual tutors was seldom mentioned.

As a by-product of the pastoral process and the internal arrangements that facilitated
it, students’ social interaction with a mixed range of peers was cited by semior staff
as a benefit that was not commonly acknowledged in Medley College and Newfields

College.  However, this observation did not distinquish the institution in like manner

where the interview data was concerned.
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For students, the <close vrelationships with tutors described through interview were
yalidated’ in  their reference to the benefits of increased tutor/student
communication, their being treated as adults and the relative absence of suggestion as
to the need for greater tutor contact with the individual student. As with staff,
there was, among fresher students in particular, no contention concerning variation in
the quality of tutor care. The general use to which tutor periods were put was,
however, questioned in both contexts - being demonstrated here by veteran students’
appeals for increased consideration of client viewpoint, and their fresher fellows’

preference for content that was both more interesting and relevant.

A wore individualised approach to student care was the single wmost common issue of
concern across all respondent sub-groups in the item data for Medley College.  For
senior staff who were interviewed, this was reflected in a desire to establish a common
interpretation of the concept of care which fixed the needs of the individual at the
centre of all the college sought to do; for junior colleaques it was represented by
comment on the necessity for wmore time to accomplish what was recognised but seldon
realised within the tutor group context; and for students it was implicit in their
preference for smaller tutor groups, some discretionary choice concerning attendance at
arranged talks and other presentations by outside speakers, amd a more proactive

approach to quidance and counselling.

Dissatisfaction with more formalised aspects of tutorial care for the individual
notvithstanding, fresher students cited close personal relationships mwore  frequently
in their questionnaire responses than did their counterparts in the other colleges.
This corresponded with the close ‘bonding’ and the ‘contact of a qualitatively

different kind from subject teaching’ referred to in the interview situation.
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The overall tenor of viewpoint of all respondent sub-groups towards pastoral provision
in Medley College, suggesting that wuch remained to be done in delivering a coherent
and unified programme of relevance and interest to students, was evident in both sets

of data.

As with the General Studies data, comparison of responses in the pastoral domain for
Newfields College gqave rise to observed differences of emphasis. Issues of concern
addressed via interview had been linked to change and development, the scale of which
vas probably umparalleled in the college’s history. Thus the overall purpose and
success of the ‘Pilot’ project vis-a-vis the implementation of a pastoral curriculum
and the likely impact of its future extension to all tutor groups, occupied and shaped

the thinking of all participants.

The open-ended items, whilst intended to provide latitude, distinquished the college
not so wuch in the terms described above, but with respect to the valuing of college
news and information and bemefits in relation to Higher Education and careers by

veteran students; to the emphasis among fresher students on the need for increased
individual contact with tutors; and to the infrequency of reference by junior staff to
variation in the quality of care according to individual tutors’ predispositions and

expertise.
A further area of contrast was that of reference to close tutor-student relationships,

which had been widespread in the interview data, but was not signalled to any

significant extent in the item responses.
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Response patterns and the Likert Scales

Examination of response to the Likert Scale items builds on the accumulating evidence
of the effect (or lack of effect) of the institutional context and respondent status or
position - that is to say, the extent to which each college generated data patterns

that were particular to it, or which it shared with another (or other) institutions(s).

With respect to the latter situation, all three colleges provided strong evidence of a
difference in perception between staff and students towards Pastoral and General

Studies provision - with staff adopting more favourable attitudes than students in each
case. However, there is no simple polarisation of viewpoint here, as will be apparent

from the commentary below on the emphases within individual colleges.

In contrast, there is no evidence in any of the colleges to suggest a difference
between student respondent sub-groups (‘fresher’ and ‘veteran’) in their perspectives
towards either area of provision (though at a less stringent level of significance than

the 5% level, there would be evidence of such differentiation in Newfields College).
With the exception of these two dimensions of commomality, the remaining patterns of

response  attribute distinctive characteristics to each of the colleges.  These are

summarised as follows:
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Settledon College

The difference in attitude between staff and students towards General Studies was more

marked than in either of the other two colleges.

This was the only college where there was evidence of difference in attitude between
jumior and senior staff sub-groups towards pastoral provision (with senior staff

expressing the greatest degree of support of all respondent sub-groups across the three

colleges).

Medley College

The range of staff perspectives on General Studies was found to be wider here than

elseuhere, ie there was evidence of a more pronounced lack of agreement.
Both ‘fresher’ and ’‘veteran’ student respondent sub-groups had the 1lowest mean scores
on the Pastoral Care Scale for any college, ie they offered least support for current

provision.

However, the range of viewpoint among ‘veteran’ students towards such provision was

wider here than in the other two colleges.
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Newfields College

staff had the lowest mean scores for that sub-group on both scales, ie they were less
supportive than their colleagues in Settledon College and Medley College (in fact with
respect to General Studies, their perspectives were negatively as opposed to

positively-orientated).

Students were wmore dismissive with regard to General Studies than their fellows

elsewhere.

The difference between staff and student attitudes towards pastoral provision was 1less

clearly defined than in the other two cases.

within these findings there are echoes of, and links with, some of the outcomes of
previous surveys of sixth form provision - for example: Watkins’s1 conclusion that the
value placed on General Studies by colleges themselves was not parallelled by similar
perspectives on the part of students (though, as in the present study, the latter’s
views were wmore negative in some colleges than in others); Taylor et al's2

identification of the aims to which sixth form teachers attached greatest importance;
HMI’s3 observation that, in the main, college staff paid due regard to their role as
Personal Tutors; and (more obliquely) Dean and Choppin's4 recommendation that students
be encouraged to recognise the intrinsic value of non-examination work and not simply

consider it wasted time.
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Accounting for differences and similarities between respondent sub-groups within  and
across cases would be as valid an exercise (perhaps a more valid one in terms of the
study’s theoretical orientation) for participants as for the researcher. However, for

the purposes of ‘objective’ analysis of this kind one is unable to -
'rely solely on the world as seen by the subjects of the research’.5

All three colleges had compulsory programmes of General Studies. The evidence from
. 6 . ‘o

Watkins® suggests that there is an association between negative student perception of

such courses and mandatory attendance, and it may be that such an effect is operating

here.

Similarly, all three colleges had (to varying degrees) courses built around random
staff interests and main subject timetabling.  Comments from students relating to
choice, availability, relevance and quality may throw light on arrangements of this

kind and on students’ general preference for giving priority to their academic studies.

Each college’s modular arrangements resulted in students taking, typically, three or
four weekly options courses. Where courses were not part of a co-ordinated programme
either at the level of defined entitlement or via a negotiated curriculus profile, it
may, perhaps, be easier to see their potential for ‘filling up’ the timetables of both
students and staff. This may in turn affect perceptions of the status of General

Studies and the takeup rate of courses.
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With regard to pastoral provision, all sixth form colleges are inevitably faced with
the legacy of students’ prior experience of pastoral programmes, including the notion
of having ‘done things before’, and of the value and quality of previous tutor-pupil
interpersonal  interaction.  There is evidence within the study that, collectively,
students attach some importance to the benefits derived from having their Personal
Tutor as a source of advice and support (tutors themselves, of course, have not
infrequently been drawn to work within sixth form colleges as a result of the ‘new and
paturer forl'7 of relationship which can be established at this stage).  However,
cross-case aggregation of data suggests that with reqard to the wmajor advantage of
tutorial provision, students tend to give precedence to social interaction with the
peer group; they also express unanimity in their adverse criticism of the intrinsic
interest and relevance of the tutorial programme and in their appeal for greater client

consultation.

Similarities across the three cases can thus be weighed in terms of the factors
outlined above and it remains to consider the possible influences operating within each

college that may have affected the outcomes which distinguished them.

The sinqularity among the three case studies of Newfields College might, perhaps, be
considered first. The college had had a long history of academic success - especially
in terms of its ‘A’ level examination pass rate - shaped, perhaps, by its emergence as
a sixth form college from a former qrammar school and fostered by continuation of the
traditions of that institution;  correspondingly, it had a reputation for academic

excellence within the local community.
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At the same time its pastoral infrastructure was not dissimilar from that of that of
the qrammar school sixth form, with the nine Senior Tutors acting as the principal
agents of care - much as a Head of Sixth Form might have done - and the majority of
Group ‘Tutors assuming a ‘restricted’, largely administrative role.  Parallel to the
latter arrangement, however, ten tutors and their groups (as described elsewhere) were
involved in the Pilot Tutorial Scheme (see also Appendix III), which sought to invest
greater responsibility in Group Tutors in developing the recording of achievement and

timetabled quidance work.

From amongst this amalgam of organisation and experience (sampled in its constituent
parts by the researcher) it is interesting to note from the quantitative data, for
example, that the college was differentiated in negatively-weighted terms from the
other two colleges in four out of the six sub-group analyses for General Studies
(students/senior  staff/fresher students/veteran students) and from Settledon College in
a further instance (’staff’); in two of the analyses for Pastoral Care the college was
differentiated from Settledon College and Medley College in the one instance (’senior
staff’) and from Settledon College in the other ('staff’). Such differences may
derive, at least in part, from an examination - orientated focus embedded within the
historical sedimentation of institutional life (an approach eschewed directly in the
interview situation by members of the senior management of one of the other colleges,
and which was apparent in any event in both of those colleges in terms of internal

organisation and day-to-day interaction).
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Differences in management style and organisational ethos may hold some significance in
terms of the differences observed for Settledon College and Medley College. The more
‘directive’ approach of the former emphasized the ‘package’ which was on offer to

students (who were, reportedly, not at liberty to ‘pick and choose’ those elements that
suited them best), and sought to persuade them that the college’s perception of their
needs in relation to a core of experience should be their perception also. This

approach also embraced the degree of quidance given to staff, especially in respect of

the pastoral programme.

Against this background attention might be dram to the evidence in the study which
points to stronger levels of support amongst senior staff for pastoral provision and a
wider discrepancy between staff and student attitudes towards General Studies provision,

than in either of the other two colleges.

The greater ‘latitude’ apparent in Medley College wmay have helped shape such outcomes
as the widest range of staff responses towards Gemeral Studies across the three cases,
ie the extent to which individual tutors accepted and exemplified what a senior staff
informant had described in conversation as, how far one saw -

'the sense of the philosophical approach which supports general education’;

and the widest range of viewpoint towards pastoral provision for ‘veteran’ student

respondents among the three colleges.
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Comparison of the data derived by different wmeans demonstrates not only that method
effects and limits wust necessarily be acknowledged, but also that the researcher’s
representation of  participants’ reality will commonly reflect inconsistency  between
contexts. This is owing to the individual’s adoption of wultiple perspectives - what
is said and done in different situations as a function of purpose or intent. Thus,
'off the record’” comments by senior staff, for example, may not be in accord with more
‘public’ statements of policy (and what is claimed to take place might be at odds with
what actually occurs); and students’ concurring with ‘social norms’ in  group

situations may be at variance with privately held and individually expressed beliefs.

Lang makes the point succinctly:

fvies there is no such thing as absolute reality. Reality is a multi-faceted and
complex ingredient of social processes and a crucial aspect of it is the range of

meanings that the different actors involved bring with then’a.

There are implications here, too, for the insights that might be obtained as a result
of the status of the investigator, eq whether staff wmember or external researcher -
some aspects of respondents’ reality being accessed, perhaps, in the one situation,
though not others. It would not be surprising, therefore, if differences were to be
noted, for example, between the findings in the present study relating to student
responses in ome particular college and that college’s own ‘internal survey’ of which

the writer is aware.
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Whilst there is a sense in which the study predicts college - wide opinion on the basis
of respondent group viewpoints represemted here, the proportion of students, in
particular, whose perspectives were sought was relatively small; and any notion of a

unidimensional attitude is to be qualified by Watkin’s observation that there is -

L no such thing as a student view of the sixth form college. Students in the
same college may share similar experiences - be in the same tutor group and
teaching sets and participate in similar recreatiomal activities - but respond to

the college in wholly different ways'g.

It nmight wusefully be emphasized, in addition, that the account of the three case
studies given here is an historical one: ie it provides a record of respondent
perspectives towards the areas in question during the academic year 1989 - 19%.
Investigations conducted on similar wmethodological 1lines have, on occasion, led their
authors into conflict with participants at the time of reporting or publishing (since
in some cases this has taken place up to eight years after the completion of fieldwork
activities, the potential difficulties can perhaps be anticipated). This conflict has
centred upon charges of misrepresentation of matters as they are perceived to stand -
rather than perception of how they might have stood, which was, essentially, the

investigator’s concern at that time.

In essence, the study confirms ’popular’ conjecture and such empirical evidence as
exists reqarding collective differences of viewpoint between staff and students towards
defined elements of curriculum ‘enrichment’. It also suggests, however, that such
differences are neither extreme nor uniform (a function, perhaps, of the distinction
between collective and aggregate opinion - the latter giving a wore accurate picture of

reality).
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This may have important implications for the assumptions which any one gqroup of
individuals of given status within each of the colleges holds of the perspectives

adopted by any other.

It has not been the writer’s intention to offer ‘judgement’ on the relative merits of
the programmes involved; however, an issue of Kkey significance which emerges from the
study of these particular colleges is that the notion of a ‘whole-student’ focus in
sixth form education may be imperfectly defined, validated and understood. This might,
in part, account for students not infrequently being unable to ’‘see the point’ of

compulsory involvement in Gemeral Studies and pastoral programmes; it might further
help to explain the wide-ranging perspectives on these areas of the curriculue that
were found among both students and staff. Re-examination of the philosophical basis
upon which enrichment activities are conceived, arranged and delivered may, in

consequence, be prequisite for college initiatives in evaluating (and perhaps

modifying) existing perceptions.

With respect to General Studies, the common framework has been seen to be one of a wide
range of courses built around random staff interests and - in the main - random student
takeup on the same basis. The effectiveness of ad hoc arrangements of this kind might
be wmeasured against a more cohesive programme, structured, perhaps, in terms of

'vorthwhile’ and ‘relevant’/ areas of knowledge and experiencéd based upon a unifying
theory of the cuwriculum. Within such a framework which offered a comeon (minimum)
entitlement, negotiated choice could operate in accordance with students’ individual
interests, aspirations, abilities and other commitments to determine the depth, range

and duration of their involvement at any given time.
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In similar vein, the development goals of the pastoral programme and their relevance
for individual students within each of the three colleges seem to wmerit further

discussion and review. There might, for example, be a case to be made for seeking a
balance between ‘core’ wmaterial offered to the tutor qroup as a whole and that matched
pore specifically to an individualised approach. This would be a further refinement of
arrangesents which already exist within the colleges to differentiate between the needs

of particular groups at various points in their course.

Although the reality of an inmstitutiomal ethos of ‘enrichwent’ is likely to prove
elusive as a result of individual interpretation on the part of staff, sixth form
colleges - it may be arqued - should like all ‘service organisations’ be attuned to the

needs and wishes of their client group.

However, there is evidence within the study to suggest that whilst some staff
demonstrate an implicit belief in weeting such needs and in their efforts to accomodate
them, there is a mismatch with students’ perceptions of whether such concern exists and
whether such consultation occurs. Questions of the nature of reality apart, a closer
correspondence between what is required by students and what is provided by the

colleges, may need to be considered.

Responsiveness to students’ perceptions of their nmeeds; their views on the programmes
which purport to meet them and their direct involvement in the design, development and
delivery of the same should aid these (and other) colleges in laying proven clain to a

genuinely student-centred identity.

only on such terms, it is suggested, can the case for curriculun enrichment in the
sixth form be conducted successfully.
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Whilst all three colleges are likely to be responding to the ever-increasing emphasis
in  post-sixteen education wupon greater student participation and responsibility and
upon entitlement to breadth of experience, the observed process and rate of change is
likely to be wmost notable in Newfields College. As a first generation college which
evolved from a grammar school, much of the tradition and ethos which accompanied

selective education was carried forward (unlike Settledon College and Medley College,
which as newly-created institutions emerging from the local reorganisation of

comprehensive schools had a different character from the outset). Proposals for the
College Developsent Plan had been written shortly before the writer’s research

commenced and working parties had wade recommendations for implementation. An extract
from the Curriculum Working Party’s documentation will, perhaps, serve to illustrate

envisaged change within the college from 1989 onwards:

'Discussions will take place on the development of a fully negotiated curriculum
and its possible impact on various aspects of the college. (These might include

the role of tutors, records of achievement, the organisation of General Studies,

etc)’.

It is particularly important, therefore, to note in consequence the recorded
differences in the findings for this college and those for Settledon College and Medley
College, examined in relation to and accounted for at least in part by ‘historical’

factors underpinning present institutional organisation and philosophy.
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The extent to which the proposals referred to above had affected the range of staff
perception exemplified by the typology in Chapter 5 - and, in turn, the attitude of
students - would form an interesting basis for further study; and since Settledon
College and Medley College had at the time of the research only recently documented
their corporate aims and objectives via their respective Management Plans, a

comparative reassessment of perspectives within all three colleges at some future

developmental stage seems necessary.

Given (for reasons already stated) that the insights into respondents’ reality qained
in the present study are likely to be partial, such an investigation would be of
optimum value if it were to have both an internal and an external frame or reference,
ie if it were to be a joint enterprise between college and a researcher ‘free’ from
association with it.  However, such a study would have a fundamentally different
structure from the present one and would not serve, therefore, to ‘validate’ the

original.

A nmajor consideration in both planning and execution might be the information which a
college would wish to seek in assessing the quality or effectiveness of (and, by
implication, the necessity for) present provision. It would, therefore, necessarily

have a more evaluative focus than that adopted here.
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Since it is not uncommon for research of this kind to be conducted within an

institution over a period of one to two years, it would be valuable to determine whether
additional or qualitatively different insights to ‘participant culture’ might result
fron a substantially longer time in the field, than that which proved possible in the

present investigation.

Alternatively, a survey of a wmore diverse sample of colleges in terms of size, history,
environment and geographical location, similar to that undertaken by Watkins10 but wmore
specific in focus and concerned with accessing both staff and student viewpoint, might

help to further determine both the effect of the institutional variable and the

existence of more widespread patterns of perception among those who work in and attend
sixth form colleges.

Postscript

This study has been undertaken with reference to two of what Stephensonll describes as

the three main elements of the curriculum, ie:

1  Bducation for personal development.

2 General intellectual/skill development.

3 Specialist intellectual/skill development.
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Implicit within such a framework, however, is the question of balance or weighting

according to perceived need; and, as Stephenson goes on to point out:

‘An  institution which places high priority on personal development and general

education as compulsory elements for all’ -

as the vast majority of sixth form colleges do -

'yust allocate sufficient resources for effective delivery'lz.

whilst wmany would claim to embrace the ideal, discrepancy between theory and practice
can occur where the line of least resistance is followed as a consequence of

'traditional’ market forces. It is, perhaps, not easy to envisage that particular
kinds of success which (still) have currency in the worlds of work and further and
higher education, will not affect these elements in the day-to-day delivery of the

curriculun.
However, all three colleges were, at the time of the research, seeking to utilize

records of achievement in reinforcing, both internally and externally, the importance

of personal and general educational development.
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Appendix 1

Questionnaire survey of staff and student attitudes
towards General Studies and the pastoral programme

THE UNIVERSITY OF HULL

SCHOOL OF EDUCATION
DEPARTMENT OF EDUCATIONAL STUDIES AND INSTITUTE OF EDUCATION

Tel: 0482 465406 Cottingham Road, Hull, HU6 7RX.
Fax: 0482 466205
Telex: 592592 KHMAIL G HULIB375

THE PURPOSE OF THIS SURVEY IS TO IDENTIFY THE VIEWS THAT STAFF AND
STUDENTS HOLD OF THE EXTENT TO WHICH THE COLLEGE HAS SUCCESSFULLY
ACHIEVED SOME OF ITS KEY AIMS FOR THE SIXTEEN TO NINETEEN AGE RANGE.

THE SURVEY FOCUSES UPON TWO CHARACTERISTICALLY DISTINCTIVE ASPECTS
OF SIXTH FORM COLLEGE PROVISION:

A. GENERAL STUDIES
B. THE PASTORAL PROGRAMME (GUIDANCE AND COUNSELLING AND

TUTORIAL  ACTIVITIES).

BY TAKING PART IN THE RESEARCH YOU ARE HELPING TO PROVIDE IMPORTANT
INFORMATION ABOUT THE REALITIES THAT CONFRONT SIXTH FORM STUDENTS

AND STAFF IN THEIR EVERYDAY WORK.

NOTE

YOUR OPINIONS WILL BE SHAPED BY YOUR OWN INDIVIDUAL EXPERIENCES WITHIN
COLLEGE, BUT ARE ALSO LIKELY TO BE INFORMED BY YOUR AWARENESS OF THE

EXPERIENCE OF OTHERS.
ALL INFORMATION IS TREATED IN STRICTEST CONFIDENCE.

INDIVIDUALS WILL NOT BE IDENTIFIED.
THANK YOU VERY MUCH FOR YOUR VALUABLE ASSISTANCE.

M.J.STOPPER, M.A.(RESEARHER)
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PLEASE USE THIS QUESTIONNAIRE IN ASSOCIATION WITH THE RESPONSE
SHEET SUPPUED. DO NOT WRITE ON THE QUESTIONNAIRE ITSELF.

SECTION A: GENERAL STUDIES

A1. General Studies courses have provided a necessary balance in students’
programmes of study.

A2. The main benefit of the General Studies Programme has been the bringing
together of a cross-section of students from different courses who would
otherwise have littie contact with each other.

A3. FundingandresourdngofGeneralSmdiunoodnotbirogardodua
priority.

A4. General Studies can have only a secondary role in relation to achievement
of qualifications for careers or higher education.

A5. Students’ courses have been made more interesting and worthwhile
through the including of a programme of General Studies.

A6. General Studies should be abandoned in favour of additional time being
given to practical, everyday matters (e.g. Health and Consumer Education,
Current Affairs, Law in Society, Personal Finance etc.).

contd.
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A7. More time needs to be spent on work leading specifically to examination
qualifications.

AB. Having success in General Studies credited in some form internally creates
a sense of achievement.

A9. It is not appropriate to examine General Studies at ‘A'level.

A10. College Staff should regard the active promotion of General Studies as an
important part of their role.

A11. General Studies would be best suited to providing a course framework for
the One-Year student.

A12. Too many courses have to be taken by the average student throughout
his/her time at College.

A13. The General Studies Programme has helped to overcome the otherwise
limiting effects of taking a narrow range of courses.

A14. General Studies has proved to be the least valrble aspect of sbxth form
study for students at all levels.

A15. Student involvement in the General Studies Programme shouid be subject
to individual negotiation.

A16. The College’s aims in offering General Studies seem unclear.

cont
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A17. Opportunities for the development of new interests and leisure-time
activities have been provided by the General Studies Programme.

A18. Catering for student interest and demand has been a significant factor in
the planning of General Studies provision.

A19. The General Studies course provides a weicome break for students (from
their main subjects).

A20. The value of a course to students is not reduced by the fact that it may
not be their first choice.

A21. General Studies should be compuisory for all students.

A22. Wide variations in course quality have limited the effectiveness of the
General Studies Programme.

A23. Greater benefits would not have resulted from linking General Studies to
examination subjects in a more direct way.

A24. The General Studies Programme has encouraged students to become
involved in the organisation of courses.

A25. Students should view General Studies as being of equal value to their
main academic subjects.

cont
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SECTION B: PASTORAL CARE

B1. The Personal Tutor is well-informed with regard to his/herstudents’ overall
progress.

B2. There are clear benefits to students in having a regular active tutorial work
period.

B3. The ‘mixed’ Tutor Group arrangement has been of value to the group as a
whole.

B4. Students’ experience of pastoral care in College is always likely to be
unequal as a result of individual Staff's personality and outiook.

B5. The Personal Tutor has given effective assistance to individuals in reviewing
and refiecting upon their performance as students.

B6. College tends to be over-supportive in its attempts to aid students’ personal
development.

B7. Opportunities for student contact with Staff before coming to College are
necessary for a smooth beginning to the course.

B8. Personal Tutors do not have enough authority to achieve much on their
students’ behalf.

B9. A ‘set’ Tutorial Programme does not prove helpful in meeting students’
personal needs.
cont
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B10. Tutor Group size has enabled a personal interest to be taken in the
individual student.

B11. Students have been helped to form appropriate career pians as a result of
the Personal Tutor's awareness of their iong-term aims.

B12. Subject teaching commitments should be regarded by Staff as being
more important than their role as Personal Tutor.

B13. It should not be anticipated that College Staft will be the best peopie to
undertake counseliing with students.

B14. Students are not sufficently consulted regarding the relevance of Coliege's
efforts to meet their personal needs.

B15. The induction period ensures that students settie quickly into the Coliege
community.

B16. The Tutor Group arrangements make it difficult for the needs of different
types of student to be met fully.

B17. The existence of a student representative body heips improve the quality
of relationships within College.

B18. It is appropriate for students to attach greater value to practical and
career-related aspects of their Sixth Form College Education than to aspects
related more directly to their personal delevelopment.

cont
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B19. Helping students to develop as individuals has been an important part of
main subject teaching programmes.

B20. The Personal Tutor has been an effective channe! of communication to
and from students.

B21 The main task of the personal Tutor is to encourage a regular pattern of
student attendance.

B22. There should be increased opportunities for guidance and counselling by
the Personal Tutor.

B23. Tutorial work is best done in the context of subject teaching by those
teachers with their own particular students.

B24. The Personal Tutor has played an important part in helping students to
decide upon and achieve their educational goals.

B25. Students are treated in an adult way within College.
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QUESTIONNAIRE RESPONSE SHEET

Nm of college......'.0............
Personal details: Male/Fenmale Staff Student: One Year
(Tick relevant items) S.M.T ist Year 6th
- H.0.D. 2nd Year 6th
Other 3rd Year 6th

Please indicate the extent to which you agree or disagree with
each of the statements on the questionnaire by ticking gne of the
attitude categories for gach statement numbered below.

The further you find yourself towards the laft-hand side of the
scale, the more you agree with a particular statement:; the
further towards the right, the more you disagree.

’

STRONGLY / AGREE / TEND TO / TEND TO / DISAGREE / STRONGLY
AGREE / / AGREE / DISAGREE/ / DISAGREE

ITEM
Al.

A2.
A3.
Ad.
AS5.
A6.
A7.
A8.

A9.

contd.
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STRONGLY / AGREE / TEND TO / TEND TO / DISAGREE
AGREE / / AGREE / DISAGREE/ 5 ggg:gggg

ITEM
Al0.

All.
Al2.
Al3.
Al4.
AlS.
Alé6.
Al7.
Al8.
Al9.
A20.
A2l.
A22.
A23.
A24.

A25.

Please add to your views above by completing the followin
statements so that they express your own feelings as honogtly as
possible. Use as few or as many words as you wish. There are

three statements overleaf.
contd.
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a) The most valuable aspect of the General Studies Programme is

b) The least satisfactory aspect of the General Studies Programme
has been

c) My experience of the whole gquestion of General Studies in
College leads me to say that

Please continue
overleaf with
your views if you
wish.

contd.
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STRONGLY / AGREE / TEND TO / TEND TO / DISAGREE / STRO
NGL
AGREE / / AGREE / DISAGREE/ / DISAGREE

ITEM
Bl.

B2.
B3.
B4.
BS.
B6.
B7.
BS.
B9.
B10O.
Bl1l.
Bla.
B13.
Bl4.
Bl15.
Bl16.
Bl17.
B18.
B19.

B20.
contd.
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STRONGLY / AGREE / TEND TO / TEND TO / DISAGREE / STRONGLY
AGREE / / AGREE / DISAGREE/ / DISAGREE

ITEM
B21.
B22.
B23.
B24.

B25.

As previously, please develop your views more fully by completing
each of the following statements.

a) The most valuable aspect of College tutorial work has been

b) Tutorial work would be more effective if

c) Student guidance and counselling in College has been
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Appendix II

Observation Data Record Sheet

COLLEGE. vuveennuenannnones WEEK.2.2oeeo DATE. . veeevennn.
MS ........ FS tiveenne S0 (TUT/GSS/GSO/PMT/GSMT)
TSP e o ® 00 o0 T ® 8 ¢ 000 06 0000 e
TS * & & 9 ¢ v o0 . PNO ® 090000000
RM *®® e 000 eP O OO OSEOEODS

RI 0000 0CSIOGOOOIOLOIIOIOIGETDLGS

S0 Cese st e L0 Pe N e

SPECITAL OBSERVATIONS

Explanatory notés

WEEK: Each full or part week numbered consecutively

MS: Hale students (or staff) present

PFS: Temale students (or staff) present

TSP: Total students (or staff) present

TS: Total number of students (or staff) who should have

been present

SO: Session observed (tutorial/general studies support/
general studies option/pastoral meeting
general studies meeting

T: Teacher taking the lesson (where relevant)
PNo: Period number (or time)
RM: Room RI: Researcher's involvement (role played)
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SPECIAL OBSERVATIONS: e.g. room change, change of staff,
reasons for low attendance (field trips,
higher education visits), amendment to
planned activity etc.; activities and
intersctions, non-verbal communication,
phenomena contrary to researcher
expectation, environmental constraints,
researcher reactivity.
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Appendix IITI
Pilot Tutorial Scheme information sheet for

students at Newfields College
Introducing the pilot tutorial scheme at Newfields College

The accompanying orange sheet, which many of vou received in
July, tells you about the way TVEI is bringinz about changes
within Newfields College from 1989 ounwards. Over tne next
few years these changes will affect almost all our students -
we hope we shall be able to make their time here even more
enjoyable, stimulatins and educationally valuable. Some of the
cnhanpes involve the introduction of 2ecords of Achievement and
timetabled tutorial puidance sessions whicihh will aim to
encouragze you to make the hest possible use of your time here
as a member of the College. The pilot tutorial scheme is to
allow the College to start hringing about these changes. This
sheet attempts to tell you something about the scheme in which
your tutor group is involved.

What is the pilot tutorial scheme?

1 It involves all students in ten tutor groups [ ;

; . and together with their group
tutors and senior tutors]. We would like to have included many
more tutor groups but this year we simply could not. This pilot
group will develop the recording of achievement and timetabled
guidance work and this will spread to many other tutor groups
in succeeding years,

2 Each student involved will have the chance to develop a
Record of Achievement with the help of their tutor.

3 Each student will benefit from a timetabled lesson each week
with their tutor. The purpose of this is partly to allow time
for work connected with recording achievement but also to allow
careers and personal guidance work - important aspects which
are all too easily crowded out of tightly packed timetables.

What will it mean for me?

1 You will have an accredited Record of Achievement document
when you leave Newfields . College [it will be formally
accredited by the local. Education Authority]). This will cover
all your achievements [academic, sporting, personal - including
your interests outside college). This should help you in
seeking jobs, especially at interviews, and it can also help
you prepare successfully for further and higher education
applications. Your tutor will explain a great deal about this
over the next few montas.
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2 You will have a timetabled tutorial lesson each week with

our tutor and other students in your tutor group in order to:
{a] record achievement: this may involve discussion vith your
tutor or other students in your group or it may involve
maintaininy your own personal record [on paper or on a
computer].
[b] be involved in a tutorial puidance programme: this will be
arranged by your tutor and will aim to cover a wide vavriety of
important aspects of your life at College and heyond [for
exanple, study skills and how to succeed in your academic work,
matters relatinpg to employment and further/higher education,
personal and social skills = how to make the most of your
strenaths and develop your weaknesses so as to be able to face
your future with realism and confidence].
Please note that to benefit fully from this programme you will
need to Le totally involved. To begin with your tutor will
sugeest how tie programme might develop but he/she will want to
hear your ideas as well. You will learn in a variety of ways -
sometimes you will learn as much from the style of work as from
the content covered.

3 Some of you in each tutor group will be designated as TVEI
students [those of you already a TVEI student in your 11-16
school will automatically continue]. Being called a TVEI
student will make no difference to your chosen programme of
study. It simply means that, as you have chosen at least one
subject which is involved in TVEI developments and as you are
in a pilot tutor group which is also involved in TVEI
developments, the College will count you amongst the 120/140
students who will form the TVEI group. If you are included in
this group it means that your progress will be monitored by the
Training Agency which is the government body which supplies the
money for the TVEI developments to take place.

Who can tell me more?

I1f you have any questions at all do talk first with your group
tutor and/or your senior tutor. If for any reason they cannot
answer all your questions there are other staff you can
approach. If you have any questions ..cceeeees
eevessssesssabout Records of Achievement: talk to Mrs

who is the College Joint Coordinator for Records of
Achievement.

esscssssssssabout beiny a TVEI designated student: approach Mr
Py who is the College TVEI Coordinator.

eessscsesessbout the tutorial guidance programme or the pilot
tutorial scheme: see Mr (Deputy Principal].
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T.V.E.I. PROJECT

You are prcbably familiar with the name Technical

and Vocational Education Initiative (TVEI), even

if the school you come from has not yet been

involved in the TVEI Project in TVE]

is a scheme desig.ed to speed up education's response
to the changing world and to bring new opportunities

to students between 14-19 in schools and colleges.

WHATY I8 [T ANYWAY

As a student of College next year you are
very unlikely NOT to be involved in some part ol TVEI,
however small. Very many subjects are developing new
work in connection with the Project in

Other subjects and aspects of the College will be
involved over the next three years. You should choose
your course without worrying about this. We hope that
you will benefit from some new 3anc exciting work, more
equipment in the College, and links with people outside
the community. You might also find that there is
greater opporturity to discuss your progress with your

HOW WILL IT NELP M 7T

tutors.

Because TVEI is a project which has a lot of money
invested in it, the body responsible, the Training
Agency, wants to monitor the progress and carecr
paths of students who have been involved with TVEI.
To do this, we, as a College, are asked to nominate
- about 120-l40 students working in TVEI pilot subjects.
& Students who arc already part of the TVEI groups in
< their 11-16 schools will continue to be so and other
.-rﬁﬁ\\u44 o students will be nominatec to join them. If you have
[:;:0 CaNn HELP M TAJ any questions about this, or if you are particularly
- keen to be nominated as part of the TVEI group at
College, pleasc get in touch with
Mrs. or Mr. at the College.

TVE I is especially interested in
L]

Making sure that study after 16 builds e LOSF experience.
* Work experience.
* Increasing student familiarity with information technology.
* Residential experience.
LA balavced programme, giving you skilis, c¢xperiences and qualifications.
* Recording achievement.

«. N : :
Some or all of these things may be very important to you and your career.

The qualifications you gair. at the end of your course, be they CPVF, A-Level
(arnd AS5) or GCSE, will be the same. whether you ar~ part of the TVE! group
or notl..
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Tutorial Records of Achievement Student Guidance Sheet for students

at Newfields College

TUTORIAL RECORDS OF ACHIEVEMENT
STUDENT GUIDANCE SHEET

WHAT ARE RECORDS OF ACHIEVEMENT? ke

Some of you will have experienced Records of Achievement before you ¢tame Lo
Others will only have become aware of them through the subjiects you now

study or the tutorial time you now have at college. Most of ycu will have scen

the type of document that is produced as a-‘result of recording achievement,, and

some may possess one.

When you leave you will have a similar document to take with you
It will be built up over the coming months and will record ycur experiences,
interests and skills as well as your achievements prior to entry to

It focuses upon what are known as the common skills. These are svills wnich
are common to most subjects but which may be used in different ways in difierent
subjects. Some may be more important and relevant to one subjcct than another.
For example, numeracy may be more relevant to Chemistry and Matlis than Engliish,
vhereas communication skills are important to all subjects. The common skills
are essential to all aspects of your programme at

The common skills are: communication
numeracy
problem solving
information handling (including IT)
Practical skills
Personal and Social.

Many of you will record achievement on a regular basis in the subjects you are
currently studying. Subject recording involves discussions between you and your
teacher(s) about the progress you have made. It will concentrate upon what you
feel you have done well, and ask you to provide evidence from your work to support
that. It will also ask you to consider areas of weakness and ways you might
improve. Having identified and recorded your strengths and weaknesses, you will
then discuss what targets you might realistically set yourself for the coming weeks.
You agree upon those goals and when you next discuss progress assess whether or not
you have achieved your targets.

For some subjects there are no formal Records of Achievement. However, once you
understand how the process operates you should find it fairly easy te¢ produce
Records of Achievement for yourself.

The information which is generated by the subject recording will be useu to build
up a summary document (the vne you will take with you when you leave college). To
produce it you will talk with your tutor about your progress throughout the whole
of your programme of study at college. Your tutor will help you to bring the
various skills acquired in Physics, History and Sociology together in order to
produce a picture of your overall achievements. This will also enable you to

discover whether or not you are enjoying a broad and balanced course. Your
discussions will consider academic subjects plus B block and Central Studies
activities and aim to give you the widest possible range of experience. (Most

employers and higher education institutions are looking for people with a range
of skills to offer. You will be able to check whether you have this range to
offer. During the discussions you may identify areas where you might want further
experience in order to improve your prospects). Experiences which ycu have had
outside college such as sports clubs, part-time jobs, D. of E. etc. are also
important and should be recorded in your review session. You will have to provide

evidence to support the comments you make about these achievements too.
Cont/d
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WHAT ARE RECORDS OF ACHIEVEMENT Cont/d.

As with subject reviews, tutorial reviews result in targets beirng set Th:
goals you set may be specific to a particular subject cor be abcul Vour gereral
approach to study. You will have an opportunity to asseus yocur progrecs touard:s
your goals at the following review and decide whether or not you need tc se!
yourself new targets. This review process will help you to zppreciate the wey
your skills are developing and help you to focus upon the rositiva thinzs you
can do. It will help you to improve your work and ovCrccré WOARWNHESTED YO MoV
have.

When you talk to your tutor it is hoped that you will arriv. at the review having
prepared yourself. You should think about how you have ccped with your wWork, thc
progress you have made, the new skills you have developed. You should also consider
areas of weakness. It is important that you have a positivc attitude tc your stuly
and even when you recognise problems you have concrete suvggcstion as to possidle

solutions.

You find it useful to ask yourself the following questions zricr to a tutorial
review:=-

PERSONAL AND SCCIAL DEVELOPMENT

Assess your own strengths and weaknesses

Eow far am I able to: How do I rate my:

express an argument orally attendance

express an argunent in writing punctuality

show imagination in work appearance

follow a list of instructions courtesy

work independently and without ability to accept criticicr
supervision relationships with other shuderts

work in a group relationships with staff

show qualities cf leadership sense of responsitility

work under pressure effort

show reiiability involvement in coliege lile

work through tasks methodically involvement outside college heurs

show active participation in extra
curricular activities.

What evidence can I show to confirm the accuracy of these ascsessments?
What are my main interests/hobbies?

ACADEMIC PROGRESS

Wnich aspects of my academic work am I best at?

What work have I done beyond the ordinary syllabus to extenc ry understandine of
each subject?

Which aspects of my academic work am I most in need of improving?

Whichspecific things do I need to do in order to improve my academic work:

Do I need further advice to help me work out how to improve these speciiic things?
vhat timetable/calendar can I set myself as a realistic target for brinzing about.
these improvements?

Vhat evidence will prove to me that I have brought them about?

CAREER DEVELOPMENT

What are my current intentions in terms of (a) higher education applizations?
and/or (b) employment applicaticns?
Which sources of information have I already used to help me make up my mina?
" L = Ly do I still need to refer to help me make up my rmind?

Do I need any further advice in order to help me make the necessary decisions?

Will I have had any experience from a work placement or part-tim= job befcre havinh
to make my higher education/employment applications?
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STUDENT GUIDANCE SHEET

WHY DO WE RECORD ACHIEVEMENT?

A Record of Achievement is intended to be of value to you. Tt aims to help you
in a number of ways:

1'

It helps you to become more self-aware and self-criticai. Whren you are able
to recognise your strengths and weaknesses you should be able tc make better
decisions about your future.

It will enable you to review your work so you can identify what you are good
at as well as things you need to try and improve. The revicw mazy iezd to
target setting which will help you to become a more effective stude:;t.

When you apply for a Jjob, further training or further education, you need to
be able to write positively about yourself. A Pecord of Achievement will
make it easier for you to write meaningful statements.

It recognises that you have skill and experience which has been gaincd
outside college and that these are every bit as important as the things
you dc inside college.
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Central Studies information sheet for students at Newfields College

CENTR.LL STUDIES

L

What are Centrsl Studies

You have chosen to invest your time and energy by
becoming 2 Student at . . . . To get the maximum benefit from your time at College
you are required to tske part in the Centrel Studies Progrsmme which is designed

to broaden end enrish your College experience.

The Core Course 1is compulsory for sll 'A' level Students . It forms a foundation
of 'essentizls' including careers sdvice , health guidance, study skills snd much
more sbout you as 8 thinking, sctive person living in s democracy at s time of
unprecedented socisl, politicsl snd economic change. The Course in the Second
Ye~2r continues oas & prebaration for the Generesl Studies Examination at AS level

of the London University Board.

The_Options Programme includig_g Sporting Activities gives you an opportunity
to try something new or to extend skills you have developed in your previous

School or in s Youth Orgsnisation .

?

On your first full dsy at College you will be asked
to complete a Central Studies Option Form. On it you should indicate your
order of preference- for the Options aveilsble . Your Group Tutor will be soble
to advise you - but as a guide you might ssk yourself the following questions:

How do you choose Options

Should I choose #n option which geins extra formel qualificestions ? e.g. First Aid
Life Seving; Informstion Technology

Should I choose en option which provides a contrest with my chosen subjects ?

Should I choose e physicel option ? e.g. Sporting Activities; Dsnce; Yoga

Should I choose e creative option ? e.g. Peinting; Wood Cerving ; Singing; Feshion

Stould I choose an option which is entirely new to me ? e.g. psychology: campenology
(bell ringing)

On the reverse side is n list of options currently aveilsble. More deteils will be
provided before you meke your choice but you could put a tick against those
you are interested in before you return next weekec.eeeeeeececeee s PTOvesscroccccsacace
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CURRENT CPTION COURSES AND SPorTING ACTIVITIES

Sporting Activities

Weight Training
Cross-Country
Jogzing

Rock Climbing
Teble Tennis
Trampoling
Basketball
Bedminton
Tennis
Volleyball
5-e-side Soccer
Squesh

Soccer

Gols

Hockey

Rugby

Swimming

Cricket

Non- Sport Options

Wood Carving

Fashion Design and Crestion
Woodwind Group '
Cempenology

Life- Saving

Resuscitation

First Aid
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Non-Sport Options (continued)

Video=Making
Dence for Boys and Girls
Photography

_ Water Colour Pnrinting

The Second World War
Children in Hospitel
Information Technology

Americe Todey

Foreign Lengusge at Work (French)

Miz-Nuestion meking
Bobbin Lece Mrking
Singing for Pleasure
Drema

Yoge

Psychology

Chemistry for Home Economics
Physics for Enthusissts
Travellers' Geogrephy
Maths Workshop

Englisn Workshop
Chemistry \brkshop



1ix IV
Appendix I General guidelines for staff at Settledon College
on 'The Role of the Personal Tutor'

THE ROLE OF THE PERSONAL TUTOR

GENERAL GUIDELINES

*The aim of the College is to serve the community by encouraging as fully as
possible the development of the personal, social and intellectual potential
of all its students.™ '

The Personal Tutor is the central figure in our attempts to achieve this aim.
Each Personal Tutor is responsible to a Team Tutor whose job it is, in
consultation with the Vice Principal, Pastoral to ensure that all Tutors work
to common guidelines so that students are treated in a consistent manner.

The Tutor's responsibility is a dual one - for students as a group and as
individuals. The Tutor Group exists so that every single student has at

least one person, place and group of students that provide a genuine sense

of belonging. Part of the Personal Tutor's role is to create the opportunity
for this to develop. The Tutor Group also provides opportunities for the
personal and social development of students and for the extension of their
general education. The Tutor has general oversight of their academic progress,
actively encourages them to take part in extra-curricular activities and
ensures that they make profitable use of such facilities as the Library and

Careers Room.

Students may wish to discuss their work, career and any personal problems
with various people in the College and, of course, the Principal and Vice
Principals are always willing to listen to them. It will, however, normally
be the Tutor in whom they first confide. It is important that the Tutor
should be approachable and available as often as possible for this purpose.

The College aims to provide an environment in which young people can develop
their own personalities whilst, at the same time, recognising the needs of
other people and society as a whole. The Tutor tries to keep a balance
between these two considerations.

The Tutor is, and is clearly seen to be, a representative of the College and
associated with the demands it makes of the students. The responsibility

lies with the Tutor for seeing that members of the group understand the thinking
behind those demands and that the requirements are met. The aim should be to
achjeve this mainly by developing students' self-discipline and sense of
responsibility. Sometimes, however, students may need to be told what to do.
Provided that the Tutor is fair and uses this authoritarian role sparingly

such situations need not undermine a good relationship between the Tutor and
the student. If minor indiscretions are not to assume undue significance, it
is expected that these are dealt with by the Tytor. However, for continued or
serious misdemeanors the Team Tutor may be asked to counsel, reprimand or take
other appropriate action.

The Team Tutor is available to give help and to be consulted on any aspect

of the Personal Tutor's role and provides another open door for students who
wish to talk to somebody.
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GROUP TUTORIALS

Tutorials will take place on Tuesday and Thursday. Tuesday Tutorials will

deal mainly with administracive matters. Thursday Tutorials are intended

to provide the Tutor with the opportunity to foster the personal and social
development of individuals through the shared experience of group activities.
The Tutorial Resource Bank, which is available to Tutors, is being developed

to provide-3 number of activities which will serve to satisfy this aim - as well
as hopefully being enjoyable.

At certain times of the year the Tutor will need to set time aside for
individual guidance and discussion of such matters as career/higher education
choices and applications, study skills and organisation of work and also
revision and examination techniques. It is also expected that Tutors will
present information and activities concerning such matters as politics, health
education, money management and many other topics which form an essential part
of every student's general education.

On other occasions, Tutors may wish to contribute their own materials or hold
debates and discussion on, for example, current affairs and their treatment
by the media, encouraging student awareness and critical thinking.

It is hoped that Tutors will encourage initiatives, particularly projects that
require thought and effort from every student, for example, social service
schemes, fund-raising events, plans for improving the Tutor room, inter-Tutor

Group comnetitions and games etc.

Every member of the group should be involved in whatever activity is planned;
only in very exceptional circumstances should permission be given for a student
to miss a Tutorial. _ Ideally, the whole group will stay together with the
Tutor for the Tutorial except when division of the group is necessary for a
pre-arranged event, e.g. Higher Education talks.

Suggestions for activities will be put forward for Tutors to use if they wish
and duplicated materials are available for the benefit and enjoyment of students
on such activities as group problem-solving, communicating and co-operating.
These can be found in the Tutorial Resource Bank in the Library and should be

returned for other groups to use.
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THURSDAY TUTORIALS FREE TUTORIALS - suggestions list

The following list has been drawn up to provide suggestions for, and reminders
of possible activities for free tutorials, most of which have been successfully
tried and tested. (The degree of preparation required is evident in the nature
of the activity.)

a) Informal reporting back to students about interesting activities, e.g. holidays,
what they did on Sponsor Day, part-time jobs, interview experiences, sporting
events, concerts etc. .

b) Visits from ex-students to talk about their recent experiences in work or
Higher Education.

¢) Advice from 6.2 to 6.1, e.g. how to organise your P.S. time, how to revise,
which General Studies courses they advise (!).

d) Vvideo concerning a controversial or topical issue. ("Panorama®, “QED* and
“Horizon" are useful discussion starters.)

e) A formal debate.

f) Challenge another Tutor Group to a chess or bridge contest. (If necessary
invite the other group to explain the game first.)

g) Challenge another group to compete in a sports activity, e.g. basketball,
volleyball, rounders, five-a-side football. The non-players can always
support on the touchline.

h) A board games tutorial. (Ask students to bring in Trivial Pursuits, Dingbats,
Scrabble etc.)

i) Decorate (part of) the Tutor Base or tidy up some part of the immediate

environment.
j) Invite in a speaker, possibly an acquaintance of yours, who has something
interesting to say, e.g. about his/her area of work, ' issues

or an experience, of general interest.

k) Invite in employers to talk about selection and training, to provide mock
interviews etc.

1) Many of the tutorial activities based in the Tutorial Resource Bank in the
Library may not have been used by your group. There are also extra materials
on issues such as study skills and health education.

N.B. An investigation into what is available for Tutorial use in the Library
would be well worth the time spent.

m) Naturally, at times students may start a spontaneous discussion on College,
local, national or international issues. The Tutorial would seem an ideal
forum for such matters and the Tutor may wish simply to listen and observe.

n) Arrange forward planning meetings for future free Tutorials or an out-of-
College activity, e.g. a Tutor Group end of term meal, an event for charity,
a visit. (One might train students in the holding of formal meetings for
this, complete with Chairman, Secretary, Agenda and Minutes.)

If you have further ideas or if you have produced activities or materials for
your group which you would be willing to share with others, please let Team Tutors
know so that they can arrange for publicising and photocopying as appropriate.

Staff are also asked not to arrange activities during Thursday Tutorials which
draw individual students from other groups.
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SOME SPECIFIC TASKS OF THE GROUP TUTOR : CHECK LIST

MONDAY /TUESDAY (Administrative)

TIMETABLE PROBLEMS
COURSE PROBLEMS

BULLETIN

STUDENT COUNCIL MATTERS

REPORTING SYSTEM :

PROGRESS .  ,: FOLLOW-UP

REFERENCES : PERSONAL and ACADEMIC
APPLICATIONS and EXAMINATION ENTRIES : CHECKING
APPOINTMENTS CHECK FOR PARENTS' EVENING
PREPARATION FOR PARENTS' CONSULTATION EVENING

THURSDAY (Activities)

GETTING TO KNOW ONE ANOTHER

STUDY SKILLS

CAREERS and HIGHER EDUCATION PROCEDURES

SELF-ASSESSMENT

INTERVIEW PREPARATIONS

INTRODUCTION to CAREERS SERVICE

UTILISING CAREERS ROOM and RESOURCES

UTILISING LIBRARY

ORGANISATION OF STUDENTS' TIME and COLLEGE WORK

THINKING SKILLS

REVISION and EXAMINATION TECHNIQUES

LECTURE - TALK and SPEAKER INVITED to GROUP or YEAR

DISCUSSION - preliminary and follow-up

ETHICS

HEALTH - students' individual welfare, liaison with College doctor
CURRENT AFFAIRS

ART, MUSIC, POLITICS - appreciation led by subject students in group
SHARING EXPERIENCES - individual student's opportunities
COMPETITIONS and GAMES - to foster personal and social development
PREPARATION FOR CHRISTMAS PARTIES and OTHER CHARITABLE EVENTS
MONEY MANAGEMENT

FUND RAISING SCHEMES and CHARITIES®' VOLUNTARY HELPERS

TUTOR ROOM - improvements and self-help

SCAVENGER HUNT - litter collection
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General Education Programme information sheet for students at
Settledon College
GENERAL EDUCATION PROGRAMME

We want all our students to develop, to achieve and to find a
real sense of purpose while they are with us.

We want you to have access to those core areas of the curriculum
to which you are entitled:

Aesthetic awareness

Communication skills

Creative skills

Experience of work

Guidance and counselling

Numeracy and numerical confidence
Self-discipline and Self-motivation
Social, Political and Cultural awareness

We also want you to have the chance to look after your physical
well-being through sport or through health education.,

You choose four weekly units per term: choose carefully! We'd
like you to have fun and do yourself good at the same time.

Remember: You'll be of much more interest to employers, to
colleges or to universities if you've really made
good use of this programme.

SOME OF THE MANY COURSES AVAILABLE

CREATIVE WRITING...BRIDGE...ASTRONOMY...HEALTH MATTERS...

CHEMISTRY FOR FUN...SHADOW PUPPETS,..MATHS FOR SCIENTISTS...
SCHOOL PLACEWENTS...POTTERY...PERFORMANCE ART...STREET PERFORMING...

PALETTE KNIFE PAINTING...HORSE RIDING...THEATRE LIGHTING...
LEATHERCRAFT. . .BREWING...BLACK AND WHITE PHOTOGRAPHY...CYCLE
MAINTENANCE...ANGLING...GET BY IN GERMANY...SOCCER...HOCKEY...
RUGBY...GUITAR TECHNIQUES...MULTI-GYM FITNESS...WORD PROCESSING...
NETBALL...GOLF CIRCUIT TRAINING...SCALE MODELLING...WILDLIFE...
YOGA...TABLE-TENNIS...KEYBOARD AND MUSIC...BRONZE MEDAL SWIMMING...
COMMUNITY WORK...CAMPING AND ORIENTEERING, THE ROLLING STONES...
IiIETEORSAT WEATHER...ARCHERY..,INTRODUCTION TO ARCHAEOLOGY...
5-A-SIDE SOCCER...JEWELLERY MAKING...GREEK AND ROMAN CULTURE...
GLASSCRAFT...HISTORY OF JAZZ...COMMERCIAL CATERING...COOKING
CHEAPLY...COSTULE DESIGN AND MAKING...BASIC RUSSIAXN...
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Appendix V
PP General guidelines for staff at Medley College

on the 'Role of the Personal Tutor'
2.1 ROLE OF THE TUTOR

The role of Personal Tutor is a very important one, particularly as
students are with us for such a short period of time. Essentially it
entails guidance so that the students are able to make the most of the
opportunities available to them in sixth form education. The nature of the
guidance will vary from student to student but in essence will be fimm yet

caring, respecting the age of the student and their growing reponsibility
for their own decisions and learning. Sixth Form College provides the
ideal ‘'half-way house' between school and higher education for many, and
between achool and the world of work for others, due in part to the nature
of the personal tutor system,

Tutor groups comprise of between 15 to 20 students and are organised
vertically, ie. including both year 1 and year 2 students as we feel that
there are advantages in this to both staff and students. The structure of
the timetable allows for students to meet with their tutor briefly each
day, but with extended periods on Mondays and Thursdays. Tutors belong to
one of three Tutor Teams each headed by a Senior Tutor who gives support
and advice throughout the team,

The tasks of the tutor include the following:

- ensure new students to the college feel welcome and become familiar with
college routines.

- monitor student attendance both at college by daily registration and at
class by receipt of/action on ‘'yellow slips' and contact with subject
teachers.

- contact the home following the third day of absence if there has been no
information received by the college explaining a students’ reason for
absence

-provide a communication link for important information to individual
students and the group as a whole through the college newsletters
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- overview of students' timetable to ensure it is appropriate to his/her
needs and abilities; encouraging balance and breadth through appropriate
choices from the College Studies programme

- monitor progress of students largely through the Review procedure and
also through regular discussions; encouraging students to see the
importance of assessing their work/progress and of setting targets

- consult with Senior Tutor if there is a cause of concern regarding a
student and if .necessary contact parent/guardian after consultation with
Senior Tutor

- prepare and deliver sessions as part of the tutorial programme that are
designed to aid the social and personal development both of the student
and the group as a whole

- guide students to explore the options available to them after . .. ;
encourage visits to the Careers Officer attached to the team

- give guidance in completing application forms for employment and higher
education

~ write references as requested including the detailed references required
by UCCA/PCAS

- assist student to complete his/her Record of Achievement in preparation
for leaving the College
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Extract from liedley College's Prospéctus: 'College Studies'

'There is a wide range of modules usually one term in
length (though some will be 20 or 30°weeks long) which
do not normally lead to examinations. They will be
certificated by the College itself and will usuelly be
taken for their own interest and to balance the
student's complete programme. All students follow some
courses in this area, normally two at any given time
though it is possible to take more. There is a very
wide range of opportunities to engage in, including
sporting and other leisure activities, community service
end work experience. One afternoon per week is given
over almost entirely to College Studies activities
which need two or three hours or a large number of
participants (for instance team games and dramatic
productions). There ere many options. Vork experience
is also arranged as block release. And various sporting
activities are available throughout the week. We do not
think it appropriate to require students to teke part
in sport, but most are eager to do so given the range
of activities available - and we certainly encourage
heelthy hebits of exercisel'

461



