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Introduction: the need for support

“… previous experience of teaching in the department had been without any support whatsoever at all … it wasn’t terribly organised and a lot of it was just acquired by osmosis from talking to people and desperately panicking at the last minute finding out what I was supposed to do and where to find things … I didn’t have any formal induction or follow any kind of procedures in the department … a lot of the stuff that goes on is kind of like implicit.”

“I was astonished by the bureaucratic effort, course outlines …it was all very complicated and no-one really told me what it was all about.”

These quotes are from interviews with new part-time teachers of Sociology. This handbook has been produced to help Sociology departments to provide support for their part-time teaching staff. It has been produced as part of an HEFCE Fund for the Development of Teaching and Learning (FDTL) project. It is based on current practice in Sociology departments and elsewhere in response to three changes in context: an increase in the number and proportion of part-time teachers; quality problems associated with the unsupported use of part-time teachers; and the introduction of accreditation for teachers in higher education.

A continuing increase in the number and proportion of part-time teachers
The continued increase in student numbers without equivalent increases in funding has forced Sociology departments to seek alternative and more economical ways of providing adequate teaching for their students and this has in most cases involved an increase in the employment of part-time teachers of various kinds. In research-oriented institutions this often takes the form of postgraduates and Teaching Assistants undertaking tutorials and marking alongside their research. In teaching-oriented institutions this has included the use of hourly paid contract teaching staff to undertake all types of teaching duties, sometimes alongside parallel part-time positions at other institutions. While the pattern of employment of teachers has not yet reached that in the US where Sociology students may be taught by ‘adjunct faculty’ or teaching assistants more frequently than by tenured faculty, the UK is rapidly moving in this direction. Dr Christopher Husbands at the London School of Economics has written extensively about the use of part-time teachers (see Further Reading Section 1). The summary and conclusions of a recent NATFHE report ‘Casualisation and Quality’ can be found in the pocket at the back of this folder.

Quality problems associated with the use of Part Time teachers
The HEQC’s audits of institution’s quality arrangements have made a point of commenting on the way part-time teachers are prepared, trained, supported and monitored. These more general comments have been echoed in Teaching Quality Assessment reports on individual Sociology Departments and in the Subject Overview Report for Sociology, for example:

 “… in 15% of the provision inappropriate use is being made of postgraduates. In a few cases postgraduate teachers were poorly prepared to carry out their teaching and assessment tasks.”

“In better provision (for part-time staff and postgraduates who are teaching) there are detailed briefing and support meetings. Dedicated support and training systems are particularly important with the increase in the number of postgraduate students and part-time staff teaching on first year courses.”

“There is a need for clear policies at institutional and subject-area level to define the tasks of postgraduate teachers, establish specially tailored training programmes and monitor outcomes.”

The British Sociological Association survey of Sociology postgraduate teaching loads reported that 47% of postgraduates had received no training for their teaching work. The BSA’s summary of their evidence stated:

 “The lack of training in some institutions is further exacerbated by what many respondents considered a general lack of departmental support.”

The most common complaints from postgraduates include inadequate departmental supervision, inadequate training, lack of office space/computers/resources and inadequate status.

Sociology is not unusual in experiencing these difficulties in relation to part-time teachers: similar issues have been identified in most disciplines. For example a national survey undertaken by the AUT, NUS and National Postgraduate Committee in 1996 reported that 58% of postgraduates, from all subject areas combined, had received no training to prepare them for their teaching, 71% had not been assessed for their suitability as teachers and 80% had never been observed teaching.  

Sociology is also not alone in having a national project to address this issue. An interdisciplinary project was mounted to address this issue in Scotland (see Forster and Thompson, 1997) and five national projects in England currently focus on the issue in various disciplines, funded by the HEFCE.

Centrally-organised staff development and training for new full-time teachers has developed considerably in recent years, often involving extended courses leading to postgraduate qualifications and accreditation. Such courses often involve observation of teaching. In contrast support for new part-time teachers has lagged behind and in many Sociology departments there is neither access to centrally-organised courses nor departmentally-provided staff development for part-time teachers. 

TQA reports of Sociology departments revealed that some departments do have well conceived and thoroughly implemented systems, e.g.:

 “Tutorial staff are well supported with comprehensive advisory materials and frequent opportunities for evaluation and staff development… as well as undertaking a rigorous induction programme, new staff are assigned a trained experienced tutor as a mentor … their teaching is observed, their marking is sampled and checked and they receive feedback”

A survey of Sociology departments conducted for this project confirmed the uneven nature of support for part-time teachers. Organised support within departments was found to be the exception and even where there were institutional arrangements or policies concerning support for part-time teachers, these were commonly not operational in the Sociology department.

Accreditation of teachers in higher education
Following the Dearing Report the Institute for Learning and Teaching in Higher Education (ILT) has been established, primarily to accredit new academics as teachers. By 1998 25% of HEFCE institutions had Staff and Educational Development Accredited schemes and 30% more were seeking accreditation but only 2% had equivalent schemes for part-time teachers. The ILT has two levels of accreditation, the first of which, Associate Member, is designed for part-time teachers and graduate teaching assistants, or as the first stage of accreditation for full-time teachers. At present there is almost no support available to help part-time teachers achieve this first level of membership of the ILT.

There is clearly a problem and a need and this Guide is designed to help meet this need.

Using this Guide
This Guide is available free of charge to Sociology departments in England and Northern Ireland. It is accessible at http://www4.open.ac.uk/sociology on the project website which also contains an expanding archive of case study material and examples of supporting material as a resource to Sociology Departments.

All material here can be photocopied and used by departments or adapted for their own use. Material can be downloaded from http://www4.open.ac.uk/sociology or alternatively it can be provided on disk on request from the Centre for Higher Education Practice at the Open University: c.pearson@open.ac.uk
This guide contains the following sections:
Section 1	Providing departmental support for part time teachers
	This is designed to help departments to make decisions about the kind of support system they wish to develop and outlines the main components and options.
Section 2	Providing mentoring support
	Many support systems involve mentoring of one kind or another. This section is designed to help departments to design their own mentor scheme, or to adapt their institution’s scheme to their departmental purposes.
			Mentor Guide
	This provides guidance to mentors. It can be removed and handed to anyone undertaking a mentoring function or edited to suit your departmental context.
			Mentee Guide
	Like the Mentor Guide, this can be copied or adapted for each part-time teacher being mentored.
Section 3	Providing group support
	An alternative to traditional mentoring is the Teaching Circle, offering opportunities for group support.
Section 4	Providing peer support
	Guidance on encouraging part-time teachers to support each 
			other.
Section 5	Resources to support Sociology teaching
This contains information about books, manuals and web sites relevant to the teaching of Sociology which could be useful to part-time teachers.
Section 6	Case studies of support for Part-time Teachers
	This contains case studies of the ways in which support can be provided for part-time teachers, using documentation from the departments concerned.
Section 1 
Providing departmental support for part-time teachers
1.1	Forms of support
Support for part-time teachers in Sociology Departments has taken four main forms:
Briefing about the course to be taught, its methods and marking standards.
Briefing may involve provision of existing documentation about the course or module being taught, the degree programme of which it is a part, and exam and other regulations as they affect the part-time teacher. Existing documentation may not be adequate for such a briefing, for example about criteria and marking standards. It is necessary in some contexts to develop more explicit statements about how teaching and marking are undertaken in ways which do not rely on gradual acculturation to decode. For example the rationale for the degree programme may be implicit and based in past debates rather than documented, and decisions about late submission of assignments may be based on local conventions rather than rules. Some departments have guidelines about what documentation should be provided to part-time teachers.

Briefing about marking may involve a marking exercise involving some sample essays, to align standards to those of the department. In some departments this also involves feedback from an experienced marker or even written advice to part-time teachers about grade boundaries for each assignment or question (as with the Open University).

Sometimes briefing is undertaken orally and in a group, with a ‘Programme Leader’ or ‘Senior Tutor’ taking responsibility for all new part-time teachers in the department. Part-time teachers are then able to refer to this person for further advice or clarification. Examples of such an approach can be found in Forster and Thompson (1997).

 Briefing may be followed up with checks that the departmental approach to teaching is being adhered to. This may involve visits to classrooms or, more commonly, monitoring of assignment marking. The Open University procedure involves both checking the part-time teachers’ grade distribution compared with that of others and monitoring and giving written feedback on the way comments are written on students’ scripts.
Training in teaching, and accreditation
Most institutions now have some kind of formal training in teaching for new full-time teachers and these courses are increasingly becoming compulsory, perhaps with successful completion linked to probation. These courses are usually organised centrally and are generic rather than discipline-specific. It is much less common for courses to be available for part-time teachers but because such training tends to be much shorter than for full-time teachers it is more realistic to arrange at least some elements at departmental level. Some departments organise meetings or even workshops in addition to centrally-organised training in order to brief teachers about local and discipline-specific practices. It is also possible to arrange for observation of teaching or mentoring (see below) within the department to support training undertaken centrally. For example at the University of Strathclyde the Department of 

Government convenes six departmental meetings for its part-time tutors alongside a formal course taught at the University’s Centre for Academic Practice. These include a briefing meeting, a meeting about the course handbook and student documentation, an essay marking workshop, two teaching review meetings and a discussion of student feedback after their teaching is completed.
Some part-time teachers resent being treated differently from full-time teachers and want access to the same training and accreditation that is available to full-time teachers. Indeed not providing such access may institutionalise differences in status and career prospects.
For departments not wishing to develop their own training the Open University offers a distance learning course for part-time teachers, materials, and assessment by portfolio, leading to accreditation. Further details can be obtained from the Centre for Higher Education Practice (cehep@open.ac.uk).

Mentoring
Mentoring of a variety of kinds for new teachers has become commonplace in the UK and in other countries and its extension to part-time teachers seems likely to be one of the main ways in which flexible and effective support can be provided to part-time teachers. How to establish a mentor scheme is dealt with in detail in Section 2 of this Guide. A Guide for Mentors and a Guide for Mentees are also provided.
Provision of access to facilities
Part-time teachers often report that their limited access to facilities (which full-time teachers may take for granted) makes it difficult to prepare for teaching adequately, produce teaching materials, or cope with every day administrative difficulties. What would ideally be provided would include:
¨	a desk in a quiet space where preparation and marking is possible;
¨	access to a private space where meeting individual students is possible;
¨	a networked computer with the same word processing software as the rest of the department and access to shared files on the department’s file server, and convenient printing;
¨	an email address and access to the internet and electronic information search facilities;
¨	full access to library facilities including support from subject librarians and borrowing and inter-library loan rights;
¨	secretarial support for teaching-related administrative matters such as handing back essays, re-arranging classes and rooms, arranging printing and distribution of teaching materials;
¨	access to student files or other administrative information associated with teaching;
¨	photocopying;
¨	access to learning materials production support such as graphics technicians, photographers or www technicians.
Part-time teachers are also sometimes excluded, often accidentally, from the academic and social life of the department in a multitude of small ways, which can lead to alienation as well as reduced effectiveness. They may not be on mailing lists about departmental activities such as seminars. Their teaching hours may mean that they are not in the department when regular or special social gatherings take place or they may simply not be invited to take part. They may not be members of any of the committees or working groups which are responsible for the courses they teach or take part in any of the planning or reviewing of these courses, for example exam boards. A room provided for part-time teachers may be located away from other academics and be of an obviously inferior status. The demands of some part-time teachers for additional payment for involvement in any additional activity may be an indication of the extent of their not feeling a part of the department. 
The improvement of facilities and integration into the collegiate life of the department is probably a pre-requisite for the success of other attempts to support the teaching of part-time teachers.

1.2	 Current support practices in Sociology departments
All Sociology Departments in England were surveyed about their current support practices and the picture which has emerged is one of patchy provision. Departments may use all or none of the above forms of support and this support may be informal and implicit, or explicit and formal, backed up by policy, documentation, procedures and resources. The general trend is for support to be arranged more formally and more comprehensively than in the past. A summary of current support practices is provided here and a fuller analysis is available at http://www4.open.ac.uk
1	Most Departments offer part-time teachers briefing sessions about the course to be taught. A few back this up with written material specially produced for part-time staff, such as Tutorial Guides and even Part-time Staff Handbooks. 
2	About half of all Sociology Departments offer support through some sort of mentoring scheme of varying degrees of informality, although it is rare for mentors to receive any training or advice. 
3	In fewer than half of departments are part-time staff offered any form of training in teaching practice, and the bulk of this provision is organised at a University level (and is therefore generic in nature). It usually consists of a short series of workshops of no more than two days in total. More extended courses which exist which lead to accreditation (currently Staff and Educational Development Association accreditation) are very rarely offered to part-time staff.
4	In departments where postgraduates and graduate teaching assistants are the dominant group of part-time teachers, support is mostly focussed on teaching practice, while in departments where contract staff are a large group, support tends to focus on acculturation issues. This mirrors the ‘old’ university/ ‘new’ university difference in employment patterns.

1.3	Planning checklist
This checklist is designed to help departments to review existing support arrangements and plan what additional support to put in place. Following this checklist there are explanatory notes which explore the issues behind the decisions that need to be made.

Issue
Comment
Action required
Organisation
Who is responsible for part-time teachers: their appointment, briefing, training, support and monitoring?
Are there clear rules about the amount and nature of teaching duties part-time staff can undertake?


Appointment
Is the teaching aptitude of  part-time staff assessed?
Are teaching responsibilities and their limits clearly defined?


Briefing
How are part-time staff briefed about course content, teaching methods and marking?
What documentation do they receive?


Access to facilities
What facilities do part-time teachers have easy access to?
What administrative meetings do part-time staff attend?


Acculturation 
How are part-time teachers inducted into the culture, academic and social life of the department?


Training
What training in teaching is provided at the start?
What books or manuals about teaching are provided?
Are there opportunities to obtain further training?


Monitoring
Do part-time staff receive student feedback, and is it discussed with them?
Do part-time teachers review their own or each other’s teaching?
Is their teaching observed and discussed with them?
Is there an end of year review prior to re-appointment?


Marking
How are criteria and marking standards made explicit?
Is there a marking exercise or other briefing about standards?
How are marks and feedback to students monitored?


Support
Who do part-time staff talk with about their teaching?
Who do they turn to for help and advice?

see Section 2 of this Guide for advice on establishing a mentor system
Accreditation
How do part-time staff achieve accreditation as teachers?


Other issues





Organisation
It may be simplest to allocate overall responsibility for all aspects of part-time teachers’ employment and teaching to one person who has an overview of all the organisational and resource issues involved. In some departments responsibility for general management is separated from responsibility for teaching on a specific course or module. For example at Edinburgh University has a role of ‘Course Organiser’ with quite specific responsibilities for any part-time staff involved in teaching on a particular course (see Case Study 4, Section 6). Other departments separate the formal organisational responsibility from support functions, for example through providing a mentor for each part-time teacher who has no formal role other than being supportive. Responsibility for undertaking any training may be split between a central staff development unit and someone in the department, but an identified individual still needs to be responsible for making sure that part-time teachers attend, or receive documentation or personal briefing if they cannot attend. Whatever mix of responsibilities is used it is important to be explicit about who is responsible for what.
Institutional rules about maximum teaching hours, or limits on the nature of the responsibilities which part-time staff can undertake, are not always applied or clearly understood within departments, and adherence to these rules may not be monitored. All those involved in appointing, briefing, supporting or monitoring part-time staff need to be clear about these rules. Some institutions also have rules about re-appointment: for example that part-time teachers cannot be given more than 50 hours teaching duties after their first year unless they have successfully completed a training programme or have been observed teaching and deemed to be satisfactory.

Appointment
It is unusual for part-time staff to have their teaching assessed in any way on appointment. The BSA survey of postgraduate teaching (see Appendix 4) found that four out of every five were simply invited without any formal selection procedure. New postgraduates may have little teaching experience to assess but their attitude and willingness to learn should be possible to ascertain, as should their general communication skills.
Part-time lecturers often have many years teaching experience. As accreditation and formal courses become more widespread it will become more common for these part-time staff to have a portfolio of evidence of their teaching, including student feedback: the equivalent of a research CV. It is now common for applicants to full-time teaching positions to have to demonstrate their teaching ability in a trial seminar or, as in ‘pedagogic colloquia’ used in top research institutions in the USA, in an interview about how they would teach, assess and develop a particular course.

The extent and nature of teaching responsibilities is not always made explicit to part-time teachers at appointment. The BSA found that 37% of postgraduate teachers did not have a contract. More subtle aspects of responsibilities or expectations of duties may also need to be explained, for example regarding student rights to individual tutorial help with essays, requirements to double mark other teachers’ work, keeping assessment records which might be required by exam boards or attendance at course team meetings or exam boards, and attendance at briefing or training sessions.

Briefing
Briefing may include details about:
¨	the course and its structure and rationale, the way it relates to other courses and what students will already have covered and what they might go on to next, where course documentation and past lecture notes and handouts can be found;
¨	the type of teaching methods generally used, what students will expect;
¨	coursework assignments and exams, marking criteria, expected grade distributions, expectations for turn-around time and the length, focus and tone of feedback comments;
¨	formal procedures regarding students, such as what to do about persistent absenteeism, late submission of assignments or plagiarism;
¨	formal procedures about teaching, such as how to re-arrange teaching rooms, get handouts produced and distributed, put key books on the library short loan collection, or how to cancel a session if the teacher is absent;
¨	how monitoring will take place, for example regarding observation of a class or use of student feedback.
It may involve a single session with all new part-time teachers or a short group session followed by a meeting with a mentor or the lecturer responsible for the course on which the part-time teacher will work.

Many departments back up such face to face briefing with documentation – both general documentation about the course and department and specially prepared documentation for part-time teachers. Case Study 5 in Section 6 of this Guide describes a briefing involving a ‘Handbook for Postgraduate Teaching Assistants’ produced by the department itself, a ‘Code of Practice and Guidelines for Postgraduate Tutors’ produced by the University and the ‘Student Handbook’ for the course being taught, produced by the Course Tutor.

Access to resources
A list of potentially important facilities part-time staff may need access to is listed in Section 1.1 above.



Acculturation
Part-time teachers may experience isolation and even alienation. The BSA survey reported postgraduate that teachers feel themselves to be of low status and not respected. American research on acculturation of graduate teaching assistants has described the process of moving from being a senior student to a junior colleague. It has explored the implications of such changes for their approach to teaching and their attitudes and behaviour towards their students as they adopt a more distant and professional role and come to see themselves as members of the department.
Some departments go to a lot of trouble to integrate their part-time teachers, inviting them to a social meeting at the start of the year for all new staff, and assuming that they will take coffee with other staff, attend departmental seminars and meetings, and so on. They may be invited to take part in course reviews or discussions about changes in teaching, courses or student support mechanisms.  Part-time teachers may be placed on the mailing list for departmental documentation which will keep them in touch with what is going on and they may be allowed to vote in elections.
For postgraduates the priority might be status. For part-time lecturers the priority might be a mixture of a desire to be part of an academic community and a pragmatic desire to understand how the particular department operates.

Training
The main options are:
¨	a centrally-organised programme of short workshops run by an educational development or staff development centre – perhaps two days in September or four half day events spread through the year. The most common topics are lecturing, small group teaching, marking and giving feedback, and evaluating your teaching.
¨	departmentally-based workshops;
¨	departmentally-based meetings to complement a centrally run programme (as in case Study 5);
¨	use of the Open University distance learning course ‘Teaching in Higher Education’ which leads to accreditation.
Some institutions make attendance at such training programmes compulsory and a few institutions allow part-time staff to attend an extended programme for FT staff leading to a Postgraduate Certificate in teaching in Higher Education and SEDA Accreditation.

Monitoring
Some institutions have a formal policy requiring part-time teachers to be observed once or twice by a more experienced teacher. There may be a standard way of conducting the observation and subsequent de-briefing meeting, as at the University of Keele. Guidance on observation is offered in the Mentee Guide in Section 2. Some training programmes also involve peer observation: teachers seeing and discussing each other’s teaching, in private.
It is usual for part-time teachers to receive student feedback as a part of routine course evaluation. It is less common for anyone else, such as the Course Leader or mentor to see this feedback or to discuss it with the teacher concerned.  Teaching is much more likely to improve if such feedback is obtained mid-semester and discussed with someone who can help interpret it and give advice, than it is if collected at the end of a course and not discussed. Case Study 5 describes how postgraduate teachers have two group meetings in their department to review their teaching and a third to review student feedback.

Marking standards is perhaps the most important aspect of monitoring and is dealt with in the next section.

Marking
Support for marking may take the following forms:
¨	provision of standard criteria for all assignments in the department;
¨	provision of criteria for specific assignments;
¨	provision of guidance given to students about assignments (e.g. a short manual entitled: ‘How to Write Sociology Essays at the University of X’);
¨	provision of specific tutor guidance related to each assignment or even each question (as at the Open University);
¨	general advice about marking and giving feedback in the form of a manual;
¨	a marking exercise. This may involve all part-time teachers marking the same two or three essays and discussing their reactions and grades with an experienced teacher, and in relation to departmental criteria and standards;
¨	monitoring of part-time staff grades to ensure both that their distribution of grades matches that of the department as a whole and that (sampled) individual grades are in line with departmental standards;
¨	monitoring of written feedback, by sampling part-time staff marking and examining the quality and extent of their feedback.
Support in relation to marking may need to be more thorough on large enrolment courses where there are a number of part-time teachers marking in parallel (as at the Open University, or on first year introductory courses).
Some part-time teachers also set assignments or exam questions and here individual guidance and formal approval of questions by the Course Leader is likely to be appropriate.

Support
The main options are:
¨	a named person who looks after all part-time staff, who is available for consultation and advice and who may observe and give feedback designed to be helpful rather than judgmental;
¨	a mentor for each part-time teacher. This is the most common choice. It takes many forms and is considered in more detail in Section 2.
¨	A peer or group support system involving a ‘teaching circle’ or other arrangement in which part-time teachers meet and help each other. Experiments with peer support took place in Sociology at the Universities of Keele and Nottingham in 1998/9, and guidance resulting from these experiments is included as Section 3 and Section 4.
Accreditation
At present there are very few opportunities for Sociology part-time teachers to gain teacher accreditation. Only a handful of centrally-run courses are SEDA Accredited for ‘Associate Teacher’ status. When the ILT and its accreditation scheme is fully operational there are likely to be more demands from part-time teachers to be able to become accredited as ‘Associate Members’. For most Sociology departments the only option at present is the Open University course ‘Teaching in Higher Education’ or its APEL version which involves submitting a portfolio of evidence of teaching competence for assessment. 

Further reading about supporting part-time teachers
Forster, F. and Thompson, S. (1997) Preparation and Support for Part-Time Teachers in Higher Education: Case Studies of Departmental Practice.  Edinburgh: Centre for Teaching, Learning and Assessment, Edinburgh University.
Examples of a range of departmental support practices from Scottish institutions with valuable practical details of well worked-out schemes designed, in the main, for graduate teaching asistants in research institutions.
Lambert, L.M. and Tice, S/L/ (Eds.) (1993) Preparing Graduate Students to Teach.  A Guide to programmes that improve undergraduate education and develop tomorrow’s faculty.  Washington: American Association for Higher Education.
This book contains descriptions of many different programmes designed to support teaching assistants in US research institutions.

MENTORING
Blackwell, R. and McLean, M. (1997) ‘Mentoring new university teachers’ International Journal for Academic Development, 1,2 pp. 80-85.
The article reviews models of mentoring and recommends a non-managerial approach involving equality and reciprocity between mentor and mentee.
Clarke, D., (1996), Mentoring: 20 Tried and Tested Activities, Fenman
This could be useful for those involved in training mentors.  It is a training pack which provides material (handouts, briefing sheets and so on) which could be adapted for use in a range of contexts.
Colwell, S., (1998), ‘Mentoring, Socialisation and the Mentor/Protégé Relationship [1]’ Teaching in Higher Education, Vol.3, No. 3, pp. 313-325.
The qualitative aspects of the mentor/mentee relationship is explored and the potential benefits examined.  It warns of the problems of using mentoring as a tool for socialisation in the educational process and its institutions.
Forster, F., Hounsell, D. and Thompson, S., (1994), Mentoring: A Handbook for Mentors in the Teaching Award Scheme, Edinburgh: Centre for Teaching, Learning and Assessment.
A succinct and practical guide for those involved in the mentor scheme operating in the Faculties of Arts, Divinity and Music at the University of Edinburgh.
Fullerton, H. (Ed.) (1996), Facets of Mentoring in Higher Education 1, Birmingham: Staff and Educational Development Association (SEDA)
A collection of materials drawn from mentoring schemes throughout the UK: guidelines for mentors, codes of practice and report forms, case studies, accounts by mentees and discussion of mentoring dilemmas and the mentoring of female staff.
Fullerton, H. (Ed.), (1998), Facets of Mentoring in Higher Education: 2, Birmingham, Staff and Educational Development Association (SEDA)
This volume focuses on mentoring for groups other than full-time academic staff, the wide range of potential roles are considered and work-based learning and distance mentoring using the internet are discussed.

Bey, T., (1997), ‘Mentorships in Teaching Education.  A Perspective from the United States of America’, J. Stephenson (Ed.), Mentoring-the new panacea ?  Dereham Norfolk: Peter Francis, pp 120-137
The chapter suggests a framework for thinking critically about the induction of new teachers which could be applied to any sector.  (The book as a whole is concerned with mentoring in the school sector and which tends to somewhat mechanistic descriptions of establishing systems).
Harnish, D. and Wild, L.A. (1994) ‘Mentoring Strategies for Faculty Development’, Studies in Higher Education 19, 2
The strategies and potential for peer-monitoring for academic staff are discussed.
Maynard, T. and Furlong, J., (1995), ‘Learning to teach and models of mentoring’ in T. Kerry and A.S. Mayes (Eds.), Issues in Mentoring, London: Routledge in association with The Open University. pp. 10-24
Although this chapter (and book) discusses support for those training to be secondary school teachers, it is highly relevant to training to teach in higher education.  It suggests dimensions of professional training which are delivered through partnerships between educators and practitioners in the disciplines.  It also delineates stages of development of the novice teacher and unpacks what it is to learn and teach and links all this to three models of mentoring informed by different assumptions.
Millis, B.J. (1994) ‘Forging the ties that bind: Peer mentoring part-time faculty.’  In M.A. Wunsch (Ed.) New Directions for Teaching and Learning: No. 57. Mentoring revisited: making an impact on individuals and institutions.  San Francisco: Jossey-Bass.
A chapter devoted to peer-mentoring  for part-time teachers in an edited collection about mentoring in US higher education.
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Section 2
Providing mentor support 
2.1	Departmental models of mentoring
Such mentoring arrangements as currently exist in Sociology Departments vary greatly and have been designed to suit different contexts and to achieve different ends. To simplify the options available to a department we have contrasted two very different departmental contexts in Table 1 below. It lists some of the main options for the purpose of mentoring, who is being mentored, who is chosen to do the mentoring and how they are chosen, how it is resourced and how mentoring is conducted. 

 ‘Department 1’ represents a research-oriented department in a university with much departmental autonomy. ‘Department 2’, in contrast, represents a teaching-oriented department in a new university with a more managerial style. The third column describes the system in Sociology at the University of Keele which embodies a mixture of features.

Note that almost every feature of these two mentoring systems is different. They serve different purposes, for different kinds of part-time teachers, involve different kinds of mentor, selected in different ways, performing different functions, resourced in different ways. 

Characteristics of mentor system
Dept. 1
Dept. 2
Keele
Purpose:
personal support, friendship
guidance, induction into culture of dept. or course
developing teaching skills
accreditation



















Type of mentee:
postgraduate students
graduate teaching assistants
researchers
hourly paid contract staff



















Type of mentor:
experienced, long-serving member of staff
has responsibility for teaching quality
has responsibility for staff development
has a role in looking after postgraduates
relatively new and young teacher























Choice of mentor:
by the mentee
by the department
formal role (e.g. research supervisor, course leader)















Resourcing:
mentor and mentee giving time voluntarily
mentor having remission of other duties
mentee being paid additional part-time hours















Organisation of relationship:
on demand or corridor mentoring
regular and frequent documented meetings
mentees meet as a group
 
 
 












Mentoring activities
includes observation of teaching
includes monitoring of marking
includes appraisal 
includes advice on accreditation




















The system currently in use at the University of Keele is described in detail in the case study in Section 6 and summarised below.

Mentoring in Sociology at the University of Keele
The Keele mentoring system is an essential part of a centralised accredited teaching programme. The mentors are important in helping new part-time teachers to translate generic teaching skills into discipline specific practices. The mentors help induct mentees into the department and are available for the discussion of specific teaching issues.  The number of meetings between mentoring pairs tend to vary according to the needs of the mentee. The meetings take place in a variety of settings, in the mentors office, in the cafe or in the photocopying room, depending on the nature and length of discussion required. As well as being available for general discussions the mentors are required to help mentees develop teaching skills. This involves observing teaching (and often being observed), giving constructive feedback and having more general discussions about teaching with mentees. They may also be involved in assisting with marking, discussing plans for teaching and teaching methods. The report the mentor writes for the mentee counts towards their accreditation.This system tends to work on a fairly collegial basis in spite of some of the formalities. Mentees often have more knowledge about teaching theory and new methods which they gain from attending the generic teaching course. Mentors often state that they have learned much from their mentees.

2.2	Designing your mentor scheme for part-time teachers
If you answer the following questions you will have made most of the decisions necessary to set up your own mentor scheme. The first seven questions relate to the table above which contains a list of the main options.  Questions 8-11 include the main options available to you.

Question
Notes
	What is the primary purpose of your scheme?



2  Which categories of staff is it for?


3  Who will be the mentors, and how will they be chosen?


4  How will mentors be matched up with part-time staff?


5  How will it be resourced?


6  How will the mentors and part-time staff meet?


7	What will their activities include?



Additional issues:
Notes
8	Will what takes place between the mentor and mentee be confidential? The options include:
¨	strict confidentiality;
¨	the fact that meetings have taken place is recorded but their content is confidential;
¨	specified information may be seen by others (e.g. student feedback data), perhaps with the agreement of the mentee;
¨	written records (see below) may be seen by the scheme organiser or the HoD;
¨	the content of discussions may be revealed (i.e. no confidentiality).

9	What records will be kept? The options include:
¨	no records of any kind;
¨	records kept for the personal use of the pair, as they see fit;
¨	a record of the fact that a meeting has taken place (or observation performed, or monitoring of marking undertaken) but no details or judgements;
¨	a list of action points is recorded;
¨	full minutes are kept.

10	 How frequent will meetings be? The options include:
¨	the frequency and length of meetings is left to the discretion of the pair;
¨	the minimum number of meetings is specified but the pair make their own arrangements to meet or exceed this target;
¨	the frequency of meetings is specified e.g. one in week 1, four in term 1, etc.

11	How will problems be handled? The options include:
¨	put up with it – pairs must stick at it;
¨	the mentor scheme organiser acts as an ‘honest broker’ to try to resolve difficulties;
¨	the mentor can propose a change;
¨	the mentee can request a change of mentor without giving reasons



Matching the characteristics of the mentoring scheme to the culture of the department
The characteristics of mentoring summarised in Table 1 above are not simply pragmatic alternatives – they mirror aspects of the organisational culture of the department. Since mentoring schemes that are at odds with the departmental culture are unlikely to be successful it makes sense to be clear about the key features of your own organisational culture.

Becher’s ‘organisational patterns’ and their main characteristics are summarised here.

____________________________________________________________________
Organisational Pattern			Characteristic Features
Hierarchical				Authority conferred from above.
					Recognisable chains of command.
					Pre-determined regulations and procedures.
					Specified roles.
Collegial				Authority ratified from below.
					Equality of rights in decision-making.
					Decisions exposed to dissent.
					High personal discretion.
Anarchical				Authority eroded by personal loyalties.
					Emphasis on individual autonomy.
					Ambiguous goals, pluralistic values.
					Influence based on expertise.
Political				Authority deriving from personal power.
					Conflict as basis for decisions.
					Policies based on compromise.
					Influence deriving from interest groups.	
 
(taken from Sawbridge, 1996).


Question
Notes
1	Which of these patterns most closely resembles your own department?


2	Given this organisational pattern, what characteristics of mentoring are most appropriate in your department?



Sawbridge, M. (1996) The Politics and Organisational Complexity of Staff Development for Academics: a Discussion Paper. Occasional Green Paper No 14. Sheffield: UCoSDA.




Mentor Guide
What do mentors do?
Use the checklist below to consider what you think you should undertake (or are required to undertake, if there is a formal mentor system), and add any other items you think appropriate:
At the start of the year
¨	Meet early and get to know your mentee, their teaching experience, concerns and personal circumstances;
¨	Negotiate the kind of relationship you will have (see below), including what your role will be, what kind of meetings will take place and how often;
¨	Give them a copy of the Mentee Guide (see next section);
¨	Provide them with course documentation and brief them thoroughly about the teaching they will be doing, in collaboration with the full-time teacher(s) responsible for the courses involved;
¨	Check that their teaching workload is appropriate to their experience and other duties and in accordance with departmental guidelines;
¨	Explain about departmental systems and policies as they affect teaching;
¨	Answer their questions about their teaching duties;
¨	Introduce them to colleagues in the department, the departmental secretary and other part-time teachers;
¨	Make arrangements for them to have access to all the resources they need to support their teaching, such as photocopying, the library, the internet;
¨	Enrol them on a short course about teaching;
¨	Discuss teacher accreditation and how to obtain it;
¨	Invite them to sit in on one of your classes and discuss it afterwards. This may help dispel concerns that they have to be perfect!
¨	Concentrate on lowering anxiety and providing reassurance.
Others:
¨	
¨	
During the year
¨	Meet at pre-arranged times;
¨	Initiate meetings;
¨	Respond to requests for meetings;
¨	Obtain information which the mentee requests;
¨	Support them in finding things out for themselves and solving their own problems;
¨	Discuss teaching plans, for example for the first lecture or seminar;
¨	Discuss elements of the teaching portfolio they are putting together to obtain accreditation;
¨	Observe your mentee’s teaching several times;
¨	Provide oral or written feedback on their teaching;
¨	Have a look at their grades, their grade distributions and the marking standards they are applying;
¨	Have a look at the quantity and quality of comments on students’ written work;
¨	Keep a record of meetings and a log of incidents or issues;
¨	Raise concerns if they are experiencing difficulties or if there are questions raised by others about their teaching or marking;
¨	Introduce them into the academic, collegial and social life of the department;
¨	Concentrate on providing praise and building confidence, supporting them through problems;
¨	Review the way mentoring is working out and discuss any changes which might be sensible, including changing to a different mentor if necessary.
Others: 
¨	 
¨	 

At the end of the year
¨	Have a review of their teaching year with them;
¨	Discuss their next career move or what teaching they might do the following year;
¨	Write a brief formal review or report, for departmental purposes, or a teaching testimonial or open letter commenting on their teaching;
¨	Review their teaching portfolio before it is assessed for accreditation.
What your mentees expect
In a mentor scheme at the University of Edinburgh postgraduate tutors who were mentees were asked at the start of the year what they would find most helpful for mentors to be able to do and listed the following points (Forster et al 1994):

Functions
¨	To give advice about dealing with problem students.
¨	To give guidance about essay marking difficulties.
¨	To act as a resource person.
¨	To act as a confidante.
¨	To show an active interest in the mentee’s concerns.
¨	To give wide professional guidance as necessary.
¨	To show an interest in the mentee’s future career.
¨	To act as a guide to, rather than a controller of, their activities.
Management of meetings
¨	To hold regular scheduled meetings.
¨	To make additional time available on request.
¨	To ensure a professional focus is provided for meetings.
Relationship/professionalism
¨	To remember that research may be a mentee’s principal concern.
¨	To know about the mentee’s role and functions.
¨	To establish ground rules for the relationship.
¨	To be supportive.
¨	To be non-prescriptive, leaving space for innovation and learning by mistakes.
¨	To acknowledge that a mentee might have the confidence to act alone.
¨	To accept that the relationship is a two-way professional one, implying mutual sharing of advice and views.
¨	To be committed to professionalism.
¨	To be better teachers than the mentees and have manifest disciplinary expertise.
¨	To be candid – as befits a peer relationship.
¨	To be able to use constructive indiscretion where appropriate.
¨	To avoid overworking the mentee.
Negotiating a relationship with your mentee
The first meeting with your mentee will establish the tone and purpose of your relationship for the year. Ideally it should be held before the teaching year starts, and needs to be allocated sufficient time to discuss a range of issues: possibly an hour. Apart from establishing a social relationship the main purpose of the meeting should be to clarify what mentoring means and what it will involve: what each side expects of the other and how and how often meetings will be conducted

The University of Edinburgh proposes the following agenda for a first meeting, the second half of which is devoted to clarifying the nature of the mentoring relationship:
 
THE FIRST MEETING: A POSSIBLE AGENDA
¨	Introductions (if necessary)
¨	Reviews of:
§	mentee’s tutoring contract
§	teaching responsibilities
§	relevant course outline, course handbook and teaching-learning materials
§	guidance materials on tutoring
§	access to departmental resources
¨	Introductions to departmental policies and procedures
¨	Guidelines for conduct of the relationship:
§	frequency and duration of meetings
§	confidentiality
§	expectations of one another
§	conduct of meetings (degree of informality)
§	how to communicate on a day-to-day basis
§	any issues that are off limits
§	acknowledgement that the mentoring relationship will change over time and	 will eventually end
¨	Arrangements for regularly reviewing practice over the year
¨	Date and time of next meeting
 (Forster et al, 1994, Table 5, p6)

You will need to agree with your mentee how each aspect of mentoring will be handled. Some things will be determined by the departmental or institutional scheme you are a part of and some can be negotiated. The Mentee Guide (next section) contains the identical checklist together with other support for the mentee. It is recommended that you give a copy of the Mentee Guide to your mentee in advance of your meeting so that they can think about how they would like the relationship to work. Use the checklist below to prompt discussion and record your decisions. Following the checklist is an example of a mentoring  agreement.

Mentoring Checklist
Issue
Agreement 
What is this mentoring primarily for?



What activities will mentoring involve?


How often should meetings take place?


Who schedules or calls meetings?


Will teaching be observed? If so, how? Will it be reciprocal?


Will marking be monitored? If so, how?



Is there any formal assessment or reporting by the mentor?

Is there any relationship to training in teaching  which is also being undertaken?

Is what takes place between you confidential?

Can you contact each other at any time? How?

Is the mentee seeking accreditation? 
If so,  can the mentor help?

What else does the mentee expect of the mentor?

What else does the mentor expect of the mentee?

If the relationship isn’t working, what will you do?

When is the next meeting and what is it for?




An example of a mentoring agreement
Issue
Agreement 
What is this mentoring primarily for?
Support for teaching duties and achieving SEDA accreditation (via a teaching portfolio).
What activities will mentoring involve?

Regular scheduled meetings to discuss and review all aspects of teaching, and informal contact as required.
How often should meetings take place?

Three times in term one (in addition to this meeting) twice in term two and twice in term three. Normally one hour each.
Who schedules or calls meetings?

Negotiated: one meeting in advance. Informal encounters not planned.
Will teaching be observed? If so, how? Will it be reciprocal?
Yes. Mentee will be observed twice – once by the mentor and once by another mentee, and will observe twice – once observing the mentor and once another mentee. Pre-meeting, observation form and feedback meeting for each.
Will marking be monitored? If so, how?
Yes. Departmental marking exercise in week 4. Focus of one meeting with mentor at end of term 1.
Is there any formal assessment or reporting by the mentor?

Yes. Mentor completes a brief form saying whether the part-time teacher is competent to be allocated teaching duties in subsequent years.
Is there any relationship to training in teaching  which is also being undertaken?
No. The available training is optional though if it is taken it could be discussed in meetings.
Is what takes place between you confidential?
Yes – not to be discussed with anyone without permission.
Can you contact each other at any time? How?
Yes – home and work numbers and emails exchanged.
Is the mentee seeking accreditation? 
If so, can the mentor help?

Yes, using the Open University APEL course involving a teaching portfolio, paid for by the department. The mentor will review draft sections of the portfolio.
What else does the mentee expect of the mentor?
Being willing to respond positively to requests for information and advice.
What else does the mentor expect of the mentee?
Keeping in touch and being open about any problems.
If the relationship isn’t working, what will you do?

Departmental guidelines apply: first step involves a meeting. If not resolved, mentee can see HoD and request a change without giving reasons.
When is the next meeting and what is it for?
Two weeks, on Oct 3rd, 4-5pm, to discuss first seminars to be given and starting work on the teaching portfolio.

Mentee Guide 
Introduction
This section contains material to support you in working with your mentor and to improve your teaching.

The following general advice is offered about making mentoring work for you:

Take Time
The mentoring relationship is based on mutual trust and respect and so is likely to take time to develop.  You will evolve a way of working together over time that suits you both. Investing time early will pay off later.
Negotiate a relationship with your mentor
There may be departmental guidelines which set out things such as the frequency of meetings, record keeping, or what to do if the relationship breaks down. However, even schemes with quite explicit guidelines are likely to leave much to the discretion of you and your mentor. Take some time at the start of the relationship to discuss what you are seeking to achieve and what you can reasonably expect from one another.  This may seem time consuming but should yield dividends in the long run, since much of the available evidence suggests that partnerships are more likely to fail when you have differing conceptions of the purpose and scope of mentoring. Guidelines about how to negotiate a mentoring relationship are provided below.
Beware of being over-deferential
Although there may be an imbalance of power in your mentor’s favour, particularly in the early stages of the relationship, there is no need to be too deferential.  Mentors do not have all the answers and you are a teaching colleague.  You should be prepared to act on advice or criticism where it is justified and useful but feel free to disregard it where you feel it is inappropriate.  Your own insights into teaching may well be valuable to your mentor.
Don’t expect your mentor to be perfect
Your mentor cannot be expected to be an expert on everything. Although your mentor will generally be the first port of call you may on occasions find that other members of the department are in a better position to offer support on different aspects of your work.
Make the most of the opportunity
You will not always have access to help and support in your career so make the most of the help your mentor can offer. Don’t be afraid to ask for help and advice -  that is what you mentor is there for and good mentors will not laugh at seemingly naive questions. 

You may wonder what your mentor would expect of you. Mentees at the University of Edinburgh felt that their mentors would expect them to:

¨	be prompt in presenting concerns;
¨	be capable;
¨	be aware of departmental regulations;
¨	allocate time properly between research and teaching obligations;
¨	show dedication/enthusiasm, notwithstanding their research priorities;
¨	enhance the motivation of students;
¨	take their responsibilities seriously;
¨	show an independence of approach;
¨	not make excessive and unnecessary calls on their mentor’s time;
(Forster et al, 1994)
You might wish to ask your mentor directly if these are their expectations.

Negotiating a relationship with your mentor
You will need to establish a clear agreement with your mentor about all aspects of the way you will work together over the year. Use this checklist to prompt discussion and record your decisions. 

Issue
Agreement 
What is this mentoring primarily for?


What activities will mentoring involve?


How often should meetings take place?


Who schedules or calls meetings?


Will you teaching be observed? If so, how? Will it be reciprocal?

Will your marking be monitored? If so, how?


Is there any formal assessment or reporting by your mentor?

Is there any relationship to training in teaching  which you are also undertaking?

Is what takes place between you confidential?

Can you contact each other at any time? How?

Are you seeking accreditation? 
If so,  can the mentor help?

What else do you expect of your mentor?


What else does your mentor expect of you?


If the relationship isn’t working, what will you do?

When is your  next meeting and what is it for?


Questions about teaching you may want answers to
You may want to ask your mentor any or all of the following questions, to clarify your teaching duties and responsibilities and the role of your mentor in monitoring your teaching.
¨	Exactly what teaching am I being expected to do? Where does it take place? Who are the students? What course documentation is available and what are students given?
¨	Can I be asked to do additional teaching?
¨	Are there lecture notes or other teaching materials available from whoever taught this last year?
¨	Do I have freedom to teach what and how I like (given the general topic headings)?
¨	Is there any training in teaching available?
¨	If I need help with my preparation, who should I go to?
¨	If my teaching is terrible, how will I know and what will happen?
¨	If I have difficulties, for example with student discipline, who can I turn to?
¨	Is my teaching reviewed, and if so by whom and how? 
¨	Will I get a testimonial or report I can use to help me to get my next teaching job?
¨	What happens if I have to cancel a teaching session (for example if I am ill)?
¨	How do I get handouts or transparencies produced?
¨	Do I have to produce reading lists or negotiate with the library?
¨	How do students contact me – for example for help with an essay?
¨	Do students have the right to expect me to give them individual help?
¨	How do I contact students - for example with announcements?
Marking
¨	Exactly what marking am I being expected to do? What assignments, what questions, how many students?  Does that include exams?  Double marking?
¨	How long do lecturers spend marking an essay?
¨	How do I know what the various grades mean?  Do grades mean different things for first and third years?
¨	Is there an ‘expected’ distribution of grades I am supposed to produce?
¨	If my grading is inaccurate, or too tough, or too lenient, how will I know and what will happen?
¨	How much do lecturers normally write on essays and are there guidelines on giving students feedback?
¨	Is there a fixed date when all marking has to be done by? What happens if I miss that date?
¨	Who do I return essays to?
¨	Can I respond to student requests to tell them their grades?
¨	Can students expect to get help from me in preparing their essays?
¨	Can students ask for extensions? How should I respond?
¨	What records do I need to keep, for example about grades, late submissions, missing submissions?
¨	Suppose I suspect plagiarism, what should I do?

A self-review checklist concerning your teaching
If you complete the checklist below this may help you to have a discussion with your mentor and to focus attention on particular aspects of your teaching.  If the mentor also completes this checklist, either for themselves, or as they see you, then notes can be compared and your discussion may be more interesting.

Yourself compared with other teachers

How do you rate your own:
Complete novice
Below Average
Average
Above average
Expert


Comment

1
Knowledge of the Sociology topics you teach






2
Understanding your students’ knowledge of Sociology






3
Ability to select appropriate content






4
Ability to structure and sequence content






5
Ability to explain the key ideas






6
Ability to give and use examples throughout






7
Ability to ask and answer questions helpfully






8
Ability to summarise and give the ‘big picture’






9
Ability to convey enthusiasm for Sociology






10
Use of voice and gesture






11
Use of audio visual aids






12
Ability to create a suitable atmosphere in groups






13
Ability to include all students in discussion






14
Ability to keep the discussion on the topic






15
Ability to keep discussion lively and engaging






16
Ability to brief students for assignments






17
Ability to mark to the department’s standards






18
Consistency and reliability in marking standards






19
Usefulness of written feedback on assignments






20
Knowledge of students and their backgrounds






21
Awareness of individual and special needs






22
Handouts and other learning support materials






23
Steps taken to improve your teaching






24
Organisation and record-keeping






25
Collaboration with teaching colleagues






After completing this self-review:

What are your main strengths, that you should feel proud about?



What should be your priorities for improvement?



What specific steps you could take would be likely to make most difference in these areas?




If your responses on this checklist depress you then bear in mind that you are expected to be a novice to start off with! It is also easy to set yourself unrealistically high standards. The real benefit of this checklist is in identifying relative areas of strength and needs for development so you know where to put your effort.

Being observed
Being observed and getting some first hand feedback from someone who knows a little about teaching can be enormously helpful. Your mentor may be required to observe you, you may be able to ask them to observe you, or you may want to invite a friend to observe you (perhaps on a reciprocal basis, with you also observing them).

The focus of attention of a mentor who is familiar with the content of your Sociology course will be very different from that of someone who is an educational expert but not a Sociologist, or a colleague who is similarly inexperienced, so be clear what you want from observation. It is you, the person being observed, who should be in charge of the process, to avoid power imbalances as far as possible, so these notes are written from that perspective.

Planning and meeting beforehand
Before you allow anyone to see your teaching, make sure you are clear:
¨	why you want them to observe. For example do you want them to see your ‘best shot’ to impress them and defend yourself against criticism, or do you want them to see a class where you are having some doubts or difficulties, in order to get some useful advice?
¨	what you want them to observe, for example how you use a new method or what students get up to while you are teaching;
¨	how you want them to observe it, for example by making a detailed descriptive record or by using one of the observation sheets below;
¨	how you will de-brief afterwards (see below).
Meet briefly before the session and make sure the observer understands the context: what your course is about, what your students have already done, how this session relates to others, and so on. You might also want to provide your teaching plan for the session and any handouts the students will have. As far as possible stay in charge of the process and get out of it what you want not what the observer wants.

Using an observation schedule and keeping a written record
Observation without any kind of structure or focus leaves it open to subjective bias and often focuses on content rather than process. The simplest, and often the most useful way to observe, is simply to keep a detailed record of what was observed such as: 
“10.27: 	three students ask questions on the same point (meaning of ‘validity’). ”  “10.28: 	oral explanation of ‘validity’. Thorough and detailed with many examples.  	No visual aids or interaction. Students not taking notes”
“10.36: 	explanation of ‘validity’ stops. No summary or conclusion. 
             Points 4 – 8 on the handout not covered. ”
Below you can find observation schedules for lectures and group sessions which are more structured so as to focus on specific issues. You can draw up your own schedules based on these ideas, so that they focus on aspects of your teaching that you would like feedback about. You may gain most by guiding your observer rather than leaving them a free hand.

De-briefing and getting feedback
Both giving and receiving feedback can be very difficult because it is outside normal social conventions. It is very ‘un-British’ to tell someone what you think of them. In other cultures it may be even more awkward or unacceptable. The person giving feedback may feel uncomfortable and may resort to being unhelpfully bland and the person receiving feedback may be defensive. There is also a British cultural preference for dwelling on personal inadequacies rather than personal strengths. It is possible to overcome many of these problems by adopting simple ‘ground rules’ and keeping to an agenda for de-briefing after an observation. 

Ground rules
These ground rules are really for your observer, so, if you think they are sensible, give your observer a copy and ask them to stick to them.
¨	You should speak before the observer, commenting on your own teaching first. Self-assessment and reflection is what the process is aiming for. The observer may need to prompt you by saying “So what were you pleased about in that session?”
¨	Positive observations should be made before negative comments. The observer can always find something positive to say first, however awful the session!	
¨	Balance positive and negative comments in both their number and the amount of time spent on them, to avoid undermining confidence. Confirming good practice is as important as eliminating bad points, and builds confidence.
¨	Observations should, as far as possible, be specific rather than general, and based in descriptions of events rather than subjective judgements. For example “I noticed that in the first 30 minutes three students spoke and five did not” rather than “You were hopeless at involving students”, or “I was confused when you switched to the second example” rather than “You were confusing”.
¨	Any negative observations should be turned into action points rather than left as criticisms, for example: “So lets think what else you might do if confronted with that situation again…” rather than “You handled that situation badly”.
¨	The observer should restrict feedback to behaviour you can control – for example it would be inappropriate to comment on a teacher’s stutter.
¨	You should listen to feedback without comment, reflecting rather than interrupting or challenging. It is hard enough giving feedback without being challenged!
¨	Summarise at the end, so as not to finish up with thoughts dominated by the last negative comment made or the last problem not solved. Try to build a balanced overview.
¨	If you are collecting evidence for a portfolio, make a written record of the observation and get the observer to sign and date it.






















Observation schedule for lectures
Lecture title
Date
Course
Topic
Voice
1
Clearly audible





Inaudible
2
Varied inflection





Monotone
Pace
3
Fast delivery





Slow delivery
4
High density of ideas





Low density of ideas
5
Regular pauses/breaks





Uninterrupted
Structure
6
Clear introduction





Confused/no introduction
7
Clear sections





Undifferentiated content
8
Clear links and signposts





Unclear links and transitions
9
Clear conclusion





Unclear/no conclusion
Use of visual aids
10
Frequent visual display





Rare visual display
11
Effective/appropriate use





Ineffective/inappropriate use
12
Legible, clear





Illegible/confusing
Content
13
Too advanced/difficult





Too low level/unchallenging
14
Good use of examples





Little/no use of examples
15
Well linked to rest of course





Not linked to rest of course
Interaction
16
Frequent questions/answers





No questions/answers
17
Frequent student discussion





No student discussion
18 Effective features


19 Problem incidents


20 Discussion points




Observation schedule for group teaching

Session title …………………………………………..………….   Date …………..……..

Draw a plan of the seating and use it to identify who speaks and how much and also to identify patterns of interaction which emerge. 

Keep a time record of what happens. Be descriptive and detailed. Identify key incidents, using exact quotes if this helps. e.g.

00.03	14 students arrive and move chairs from circle into rows. No talking.
Sessions starts with question: “Who has read the chapter I asked you 
to read?”  Silence. 
00.06	Two students arrive late, noisily and sit in corner. 
	Explanation of what they should have read.
00.08 	First student speaks.
Which of the following took place:
1	Introductions – who is present and what they have to offer	YES/NO
2	Scene-setting – what the session is for and how it 		will be conducted	YES/NO
3	Silence of more than a few seconds	OFTEN/SOMETIMES/NEVER
4	Mini-lectures of more than two minutes	OFTEN/SOMETIMES/NEVER
5	Discussion between students	OFTEN/SOMETIMES/NEVER
6	Questions from students	OFTEN/SOMETIMES/NEVER
7	Answers from students	OFTEN/SOMETIMES/NEVER
8	Changes of direction initiated by students	OFTEN/SOMETIMES/NEVER
9	Structuring of content: reviews, summaries etc	OFTEN/SOMETIMES/NEVER
10	Structuring of process: sub-groups, rounds etc	OFTEN/SOMETIMES/NEVER
How would you describe the session? (Circle appropriate words)
BUSINESS-LIKE      LIVELY      QUIET       FAST       SLOW          CONFUSED  PURPOSEFUL         AIMLESS        ENGAGING        ALIENTATING    INTIMIDATING        SAFE      CLEAR     CONFUSING     WARM       COLD  CONSISTENT    PATCHY      CHALLENGING      BORING
Other descriptors :

Describe two key incidents during the session. Be detailed and specific, using quotes if this is helpful.
 

Using student feedback to help you 
While your mentor may observe your teaching and give you feedback on your teaching plans, it is your students that can give you the most valid feedback on your teaching. You can discuss this feedback with your mentor or relate it to their observations and feedback. Research evidence shows that such discussion of student feedback with an expert, mid-course, is the step most likely to improve teaching. This section contains three student feedback questionnaires, on lectures, group teaching and marking, which you are free to copy and use. It also contains advice on developing your own questionnaires.

Student feedback questionnaire for lectures
How well did the lecturer:
Superbly
Well
Satisfactorily
Poorly
Not applicable
1
Explain the outline and structure of the lecture





2
Link the lecture to other lectures





3
Link the lecture to what you study afterwards





4
Make it clear when each section started and stopped





5
Make key points stand out for you





6
Explain the ideas and concepts 





7
Conclude the lecture with a clear summary





8
Pitch the lecture at the right level for you





9
Cope with the range of ability of students





10
Progress at the right pace for you





11
Capture your interest at the start





12
Hold your attention throughout





13
Answer student questions





14
Check that students understood





15
Engender debate and interaction





16
Use visual aids effectively





17
Make herself/himself clearly audible





18
Make it easy for you to take good notes





19
Provide handouts to support the lecture





20
Inspire you to learn more about this topic





Content/topics from the lecture you now understand include:

Content/topics from the lecture you do not yet understand include:

Best features of the lecture:

A suggested improvement to this lecture:

A suggested improvement to your lecturing in general:

What students could do to learn more from these lectures:

This lecture compared with others I have experienced:
Please explain your reason for this judgement:   

Top 10%


Above average


Average


Below average


Bottom 10%



Student feedback questionnaire for group teaching

Session title ………………………………………………  
Date             ………………………
Strongly agree
Agree
Unsure
Disagree
Strongly disagree
1
A relaxed interactive tone was set at the start





2
The purpose of the session was made clear





3
The plan of the session was made clear





4
I had done enough preparation for the session





5
I was able to join in when I wanted to





6
I felt comfortable enough to answer questions





7
I felt comfortable enough to ask questions





8
Some students were allowed to dominate





9
Some students hardly joined in at all





10
The teacher spoke too much





11
The teacher did not intervene enough





12
The teacher structured the discussion well





13
I have had all my queries answered





14
There was a clear review and summary at the end





15
I enjoyed the session





16
I can complete my work on this topic on my own





17
Overall it was a successful group session





The best feature of the session was …



The worst feature of the session was …



One way the teacher could improve these sessions is …





Student feedback questionnaire for marking

Assignment: ………………………………………………….
Your Grade: ………………………………………………….





The assignment
Strongly agree
Agree
Unsure/don’t know
Disagree
Strongly disagree
1
I understood what I was supposed to do in this assignment





2
I had adequate resources (from lecture notes, handouts, the library etc) to tackle this assignment





3
The assignment was unreasonably demanding





4
The assignment was unreasonably time-consuming





5
I learnt a good deal through tackling this assignment





6
I enjoyed this assignment





Marking and feedback
7
I received the feedback soon enough for it to be useful to me





8
I understand from the feedback why I have got this grade





9
I understand from the feedback how to tackle this kind of assignment in future





10
I have learnt more about the topic from the feedback





11
I found the feedback supportive and encouraging





Advice I’d like to give on the setting of assignments for this course …



Further feedback I would like on this assignment …



A request I’d like to make on giving me feedback in future …



Any other comment on the assignment or feedback …




Designing and using your own questionnaires
Standard student feedback questionnaires of the kind your department may use, and the kinds of questionnaires and observation schedules listed in this section, can be very useful when you start teaching. But after a while you will have specific concerns which these standard instruments do not address and you will want to create your own questionnaires so that you can follow up your own line of enquiry. Reviewing your teaching should be an active process of enquiry so inventing your own questionnaire is strongly recommended. The following advice may help you to devise useful questionnaires.
¨	keep questionnaires short, simple and specific and do not try to find out too much at once. It is probably better to ask little and often: one page is often all students have time for;
¨	be guided by strong hunches about what is going on rather than collecting information you are not sure what you might do with. For example you can simply list your hunches and ask students if they agree with you. e.g. “I lecture too quickly” or “Students who didn’t understand the previous module are likely to struggle on this one however well it is taught” and use the rating scale: strongly agree/agree/unsure/disagree/strongly disagree.
¨	ask about student learning and not just about your teaching;
¨	when writing questionnaire items, avoid mixing different questions e.g. “I lecture too quickly and at too high a level” because you will not be able to interpret students’ responses;
¨	allow at least one opportunity for open-ended written responses, e.g. “Any other comments …..”. These are often the most revealing responses.
¨	if you are unsure what to ask about, use entirely open-ended questions to help set the agenda e.g. “What was the best feature”, “What would make most difference if I changed it?”
¨	ask one or two students to fill in a draft to make sure the questionnaire makes sense – they are likely to spot any problems of wording or layout and suggest sensible additional questions;
¨	administer questionnaires in class and collect them immediately. Almost any other method produces a low response rate. Anything over a 50% response rate is good going but still leaves doubts about the representativeness of feedback;
¨	sampling is a perfectly acceptable way of cutting down on the effort involved in collating data. For example you can ask everyone on row three or only those sitting in the aisle in each row, to complete a questionnaire. Using your own questionnaires will not provide you with rigorous data so take short cuts to obtain indicative data economically;
¨	allow student feedback to be anonymous, in order to encourage a high feedback rate and frankness, unless you have a very good reason to want to know who provided what feedback;
¨	administer questionnaires mid-term so that your findings can affect your teaching that term. Research evidence suggests that end-of-term feedback has less impact on future teaching – and students are certainly less interested in improving the lot of the next cohort than they are in improving their own lot.
Finally, let your students know what you find out and discuss the results and your interpretation with them – or they will soon tire of giving you feedback.





Section 3
Providing group support
3.1  Group Support for Part Time teachers: the Teaching Circle Approach
A Teaching circle is a group of teachers who meet regularly to discuss teaching and learning. Teaching circle meetings may be used as a forum in which to discuss new issues in teaching and to exchange ideas and examples of good practice. They can also provide a support network, particularly for less experienced teachers. Teaching circles are most obviously seen as an alternative to one-to-one mentoring, but there is no reason in principle why they cannot run in parallel with mentoring or other support programmes. Indeed, teaching circle meetings may be an ideal forum in which to set up and feed back on support activities elsewhere.

The ideas set out below were gleaned from a one year pilot project designed to set up and follow the progress of teaching circles at the University of Nottingham. Four schools in social sciences and humanities took part. Their progress was followed and the project evaluated by two researchers.

In each case, an initial meeting was organised to which all part-time staff in the school were invited. This was facilitated by one of the research team, and run as a workshop at which the potential benefits of a teaching circle were reviewed. Participants were asked to discuss their students’ expectations of them and how these expectations could be met. The results of discussion at one teaching circle are in table y.

At the initial meeting, each participant received a document describing the teaching circles project. Below we give a template version for use by anyone considering the teaching circles approach.

Following the set-up meetings, three out of the four Schools involved went on to establish self-sustaining groups, though some were more successful and met more regularly than others.

3.2  When to adopt the teaching circles approach
So far, the research seems to point in two divergent directions. On the one hand, teaching circles appear to work well when:
	there is an already established group of teachers on friendly terms with each other (it is important nobody should feel excluded);

part-time staff are well integrated into the life of the school or department
there is no other form of staff development activity designed for them.

On the other hand, regular teaching circle meetings can also perform a useful support function for a group of teachers who are geographically dispersed or otherwise socially isolated.

By contrast, teaching circles work less well, even with close-knit groups, when:
	part-time staff are perceived by full-timers as marginal to the main activities of the department; or

it is not clear to part-timers that teaching itself is seen as important; or 
circle meetings are badly co-ordinated with other staff development initiatives or
the department does not provide a minimal level of support (e.g. with booking rooms or addressing issues raised by the teaching circle). 
In these cases, teaching circle meetings can encourage collective resentment and negative attitudes.

Teaching circles will undoubtedly be attractive to some departments as a simple and time efficient quality assurance mechanism.  This is quite legitimate, however, as the above comments suggest a key variable appears to be the existence of at least a minimal level of support from the department.  As with any form of staff development, the main ingredients for success are the commitment and the enthusiasm of those involved, either as participants or facilitators. Experience so far suggests the following as guidelines on how to set up a successful teaching circle as a support for part-time teachers.

3.3  Guidelines for Setting Up a Teaching Circle 
There are many points to consider when setting up a teaching circle. These are:

	Integration. The teaching circle needs to be seen as part of the life of the academic unit (School, Department, etc) as a whole, even though not every individual staff member will belong to it. It should enjoy the support of senior academics and the co-operation of admin staff. As regards suggestions, requests, etc that emerge from the teaching circle, a mechanism needs to be in place for feeding these through into departmental/school decision-making procedures. Indeed, the main management committee or the teaching committee, if there is one, should specifically ask the teaching circle to propose items for its agenda.


	Facilitator. The teaching circle needs the support of a facilitator drawn from the full-time academic staff, especially in the initial stages of its formation. The facilitator need not be an expert on staff development (nor even be a member of the teaching circle itself), but must have the energy and commitment necessary to provide momentum for the group. It is important that the school or department allocates him or her sufficient time to fulfil this role. The facilitator will need to identify those members of the teaching staff who would benefit from the teaching circle approach, and carry out the necessary admin tasks to set up the initial meetings.


	Numbers. Five is probably the minimum for a circle. Where there are more than 12 potential members, it becomes very difficult to arrange a time when everybody can attend (unless time has been specifically earmarked by the school/ department). If this proves to be a problem, consider forming two teaching circles.


	Name. The group is of course under no obligation to call itself a 'circle' ('Forum' or 'Support Group' are alternative possibilities).  The circle metaphor, however, as well as suggesting a suitable seating plan, emphasises that in this setting members are in a relationship of equals (even if, outside it, some members are senior to others).


	Chairperson. At the first meeting of a new teaching circle, the group needs to choose a regular chairperson/convenor. She/he will take responsibility for maintaining contact with teaching circle members, drawing up an agenda for each meeting, and of course for chairing meetings. The group should also choose a separate person to take notes and type them up (though this person could vary from meeting to meeting).


	Agendas. In order to prevent the meetings becoming aimless and meandering, participants should be encouraged to gear their discussion towards the kind of specific outcomes referred to in Guideline 1. (Some ideas for teaching circle agendas are provided in Section 3.4). Managing such an agenda will require certain 'meeting skills' on the part of the chair/convenor; if he or she is inexperienced in this role, then guidance may need to be offered. Structuring the discussion by means of pair work, buzz groups, etc will take the pressure off the chairperson to provide the major input in meetings.


	Records. It is important that some kind of record should be kept of meetings: at least the names of those attending and a bare list of items discussed. Teaching circle members can potentially use these records as evidence in support of accreditation.


	Confidentiality. This an issue on several counts. Firstly, the written records must not identify individuals whose teaching weaknesses have been discussed. Secondly, teaching circle members should avoid mentioning the names of particular students, either in discussion or in the written records. Thirdly, when two teaching circle members are in a relationship of line management or formal appraisal, these procedures should not take account of any information disclosed during teaching circle meetings. As a general principle, comments made during teaching circle meetings in relation to particular individuals should not be repeated outside.


	Information. The teaching circle is an opportunity to make members aware of outside sources of support and inspiration. There is an extensive literature on staff development in HE, and many institutions have a staff development unit, which should be available as a resource for teaching circle members. Where several teaching circles exist at the same institution, the staff development unit could play a role in bringing them together occasionally to compare notes.


3.4  Suggested agenda items for teaching circle meetings
The agenda needs to cover all of the following areas:

¨	'Business' matters: the general frequency of meetings, the date and venue of the next meeting, items to be included on future agendas, etc
¨	Time for individual teaching circle members to air practical issues of immediate relevance to them, incidents that have occurred during teaching, etc
¨	A main topic for the meeting to work on. These need to focus on the day-to-day concerns of HE teachers. So far the following have proved popular:
What makes a 'good' teacher in HE? What expectations can my students reasonably have of me? 

A teaching circle’s answers to the question 'What do students expect of teachers in HE?' 
—	omniscience
—	knowledge of subject
—	to be certain about issues, not say 'there are two sides to that'
—	to take control [= to do all the work in classes]
—	to create structure
—	to tell them what they need to do
—	to solve their problems (e.g. resource issues like 'there are no books in the library which I can use for my essay')
—	to treat them like the centre of the universe
—	to be available at all times
—	to be entertaining
—	to take on board their opinions and ideas
Strategies to allow students to be non-deferential to staff (i.e. to be comfortable using their first names)
Agenda-setting with classes over various teaching periods (year, course, individual session, etc); 
Encouraging student participation in class;
Managing workload: preparation, marking, etc

¨	From time to time, some review of the processes the group is using to discuss and make decisions.
Very importantly, teaching circles can, more easily than institution-wide programmes of staff development, incorporate issues specific to the teaching of a particular discipline, skill, or course.

An example of an actual teaching circle agenda is provided below, from a History Teaching Circle.

1	Review of "the use of primary sources in first year courses".
2	Organising new tutors to sit in on courses of experienced Postgrads.
3	Feedback from School Meeting regarding criteria for allocating teaching for Postgrads.
4	Structure and direction of TQAC. [Teaching Quality Assurance Committee]
5	Structure of TQAC in other Departments.

3.5	Ways to facilitate discussion and decision making
Agree ‘ground rules’ for the group and review these from time to time. Appropriate ground rules include:
¨	respect for everyone’s right to have their say
¨	no interrupting
¨	respect for points of view which one does not agree with
¨	confidentiality of discussions
¨	agreement of the group before any item or point is passed on to a committee or person (e.g. to the head of department)
	Agree that the convenor or chair will facilitate by, for example:

¨	keeping the group to their chosen topic
¨	timekeeping so that the agenda is completed
¨	being responsible for sticking to ground rules
	Work in pairs or small buzz groups (maximum 4 people). This allows time forore ideas to be exchanged. When individuals talk about their own classes, it can be less threatening than speaking to the whole group. Using the sample History TC agenda above as an example, item 1 might work as follows:-


Step 1	Small groups spend 5 - 10 mins on ‘When should primary sources be used in first year teaching and how is this best done?’

Step 2	Each small group reports to the whole group (10 minutes)

Step 3	The whole group spends 10 minutes producing an agreed sheet of ‘Ten ideas for how to use primary sources in the first year’.

Step 4	Copies of this sheet are distributed to each member and anyone who missed the meeting.




	When no formal agenda has been set in advance, one way to kick off the meeting is for each member of the circle to quickly mention something that has cropped up in their teaching recently. Members then 'bid' for their issue to become the main topic of discussion. 

3.6	Summary and Conclusion.
Teaching circles appear to have some potential for supporting part timers and helping to develop their teaching practice.  Like much staff development, the precise arrangements and chances of success appear to be quite context-specific. This brief account  and the related guidelines we suggest should therefore be interpreted sensitively within the specific context of particular departments.


Although teaching circles may well be attractive to senior staff especially, as an undemanding quality assurance mechanism, some investment of effort and  provision of support does appear to be a key variable in establishing and sustaining a positive TC.  For part time teachers themselves, it provides a number of potential benefits, not least the possibility of mobilising peer support through teaching circles discussions themselves and other initiatives that may ‘grow out’ of the discussions (e.g. mutual, developmental peer observation of Teaching).

Template for handout to be given to Teaching Circle participants

Teaching Circles: FAQ sheet for participants

What is a Teaching Circle?
A teaching circle is a small group of teachers who meet regularly to discuss teaching and learning. Teaching circle meetings may be used as a forum to exchange ideas and examples of good practice, get advice, and develop joint approaches to commonly-occurring problems. They can thus provide a useful support network, particularly for less experienced teachers.

Why here? Why now?
[Emphasise the potential benefits and state any particular factors which have led the institution, school, or department to adopt the teaching circle approach at this time, e .g. upcoming TQA, wider staff development programme, feedback from students.]

Which other schools/departments have teaching circles?
(Institution to complete)

Is this a way of checking up on me and my teaching?
No. Teaching circle meetings are confidential. Any critical or sensitive comments made during the meetings should not be referred to by any participant on other occasions (even informal ones) outside the meetings. The records of the meetings must avoid mentioning individuals by name (except as attendees). Matters arising from the teaching circle will not be used for purposes of formal appraisal or line management, except by agreement of everyone concerned.

What are we expected to discuss in our teaching circle?
The groups are intended to be self-directed, and thus they will choose their own topics for discussion. There are general areas of practice that all HE teachers, including postgraduates who teach and other part-time teachers, need to address - conducting effective seminars, marking and assessment, good time management, supporting students in difficulties, etc. Or there may be subject- or school/department-specific issues - the teaching of particular courses or skills. Probably a good portion of what is discussed will arise from actual, particular challenges that group members have had to face in their teaching.
It may be appropriate for the group to invite along a full-time senior member of staff to talk through issues that affect part-timers. Schools/Departments too should benefit from this, as an effective feedback mechanism that will help them in their responsibilities to provide support for postgraduates and part-time teachers. With school/departmental support, a successful teaching circle should become self-sustaining from year to year.

How often should the teaching circle meet?
Again, this is something for the group to decide. It is suggested that once a month, or about three times per term is probably the minimum which would be useful and effective.


Any tips on how to organise the meetings?
It's a good idea to have an agreed agenda for each meeting, even if you don't stick to it rigidly. The agenda might consist of one general or subject-specific issue, plus a 'Help' or 'Matters Arising' section in which people can talk about their own current concerns or experiences. If numbers are large enough, it might be useful to break the discussion down into small groups or pairs, before feeding back to the whole group.
The group will need to choose a regular chair/convenor and someone (else) to keep a record of the meetings. Records are important, as they might carry weight in some future accreditation exercise (see below). The record of each meeting needs to include a list of who attended and a short note about each topic discussed. If any specific decision for action is made, for example to ask for discussion of an issue at a school/departmental meeting, or to ask for someone specific to attend a future meeting, this also needs to be recorded.

Why should I bother to get involved in a teaching circle? After all, I'm more interested in research, and that's what counts in universities these days.
Teaching and Learning is rising up the agenda of all Universities.  Many research intensive universities receive more than half their income from student related sources.  Explicit rewards for teaching are on the increase and the willingness to tolerate poor teaching is reducing (at institutional level, and amongst staff and students). Following the Dearing Report, it seems likely that, in the medium term, all newcomers to HE teaching will have to gain formal accreditation. An Institute for Learning and Teaching in Higher Education is currently being developed for this purpose. Various kinds of documents might count towards a portfolio of evidence that will carry weight in the accreditation process. This is where the records of the teaching circles could come in, demonstrating that members have engaged formally and regularly in reflection about their work as teachers.
Also, for the benefit of the undergraduates you teach, it's important to remember that teaching looms much larger than research in their experience of university.  The advent of tuition fees may well make them more vocal about this and other matters in the future.  For those part timers who aspire to a full time academic role, however, the main motivation is one of professional pride and vocational commitment.  It is one of the two most important elements of an academic’s role and most people do (and should) ‘want to do a good job’ in their chosen field.

Why do we have to have meetings with minutes and agendas? Why can't we just all go to the pub?
Having a proper agenda will encourage members to formulate the results of their discussions in terms of concrete proposals that can be put to other school/departmental committees. Less formal groups, however well-intentioned, tend to be self-selecting; the requirement to give notice of meetings to everyone of the same status within the school/department is a more inclusive approach. Also, no accreditation will be available for informal pub discussions.

How does the teaching circle get support or ask questions?
[Give contact details for the facilitator among the full-time school/departmental staff, and for any institution-wide staff development unit or programme. Possibly also the convenors of established teaching circles elsewhere in the institution.]
Section 4
Providing peer support
4.1  What is peer mentoring ?
Peer mentoring is much the same as more conventional mentoring whereby a more experienced member of staff is responsible for mentoring a newcomer.  Indeed, conventional mentoring should ideally become peer mentoring, as the inexperienced member of staff develops.  Peer mentoring is purposefully set up to have two members of staff of equal status, mentoring one another, for their mutual development.  It has been used, with some success in higher education for the professional development of established staff in America. These relationships draw on the experience and expertise of the mentoring pair.  However, there is no reason why it cannot be used at any stage of an academic’s career.  Mentoring between part-time members of staff has been piloted at Keele University and is outlined in a case study in Section 6.

4.2  When is it appropriate to use peer mentoring for part-time teachers?
Peer mentoring is one means of addressing the inequalities of power in conventional mentoring relationships.  It should allow for more open discussion in its provision of a explicit context of equality, although this may be at the expense of the expertise and experience provided by a more established member of staff.  In the Keele University case study, peer mentoring was felt to be appropriate as sole support for two members of part-time staff who were already relatively experienced.  However, it could run alongside a more conventional mentoring system as an additional means of support.  This would give space for discussion of issues that part-time staff may find too threatening to address with their conventional mentor, particularly where the institutional context requires formal reporting and an evaluation of the mentee by the mentor. 

Peer mentoring may also work as a support system that is embedded in an institutionally based teaching course, and the course could provide a structure for meetings, focusing on, for instance, planning a tutorial, observation of teaching and marking. Indeed, peer observation of teaching could take place between a mentoring pair.  

As with conventional mentoring, the context of the mentoring system and the ends to be achieved are important in deciding to implement a peer mentoring system. To illustrate some of the possibilities, two hypothetical examples of peer mentoring are given alongside the Keele example.  The examples are given in tabular form below, but they are presented as vignettes first, to provide context.

Department 1 is in a new university.  It has a formal mentoring system to induct part-time members of staff into the department.  The mentor is expected to keep records of their meetings and provide a report on the mentees teaching.  It  includes teaching observation and is often viewed as a means of surveillance by the part-timers.  The part-timers are only entitled to a mentor for their first year of teaching.

This department has a lot of part-timers who have little contact with one another as many of them are only in the department when they teach.  They vary in terms of their training and experience; some are doing an accredited teaching course by distance learning and view themselves as being at the start of their developing academic careers; others are relatively experienced and have little intention of entering academia beyond their current involvement.   Peer mentoring has been introduced as a flexible means of support for a variety of staff, to address the issues of continuing support for part-timers beyond the induction phase. For new members of staff it is hoped it will provide a forum for informal discussion and complement the formal mentoring scheme.  It is a means of providing contact between part-timers and to enable them to discuss and develop their teaching skills. 

Department 2 is an old university with no formal departmental structures for supporting part-timers.  New teachers attend a generic teaching course run by the university.   The department feels that the mechanisms for supporting courses provide sufficient guidance and support.  Courses are well supported by documentation and course co-ordinators are responsible for all the teaching staff on their courses.  Questions and issues can be raised through the course co-ordinators.  The part-time teachers are all research students who have supervisors.  The co-ordinator of the generic teaching course has set up a peer mentoring scheme which is to embedded within the teaching course but which has a discipline focus.  Hence, part-timers are to paired with others within their discipline.  The peer mentoring meetings are structured around specific teaching issues and tasks, for example, planning tutorials; designing courses; getting students talking; marking; and mutual observation of teaching.

The Keele peer mentoring system was set up by two part-timers as part of the project which informed this handbook. The two part-timers involved were accredited teachers and were therefore outside the scope of the institutions conventional mentoring scheme. The meetings took place in their offices, over two semesters on a fortnightly basis and lasted about an hour. There was also an informal element to the relationship in that they met and discussed teaching in between meetings.

The peer mentoring was built on an already established relationship and the two had already had lengthy discussions about teaching. In the early meetings the purpose of the mentoring was negotiated. The part-timers discussed what they felt they could get out of the relationship. Having a focus for the meeting and a tangible outcome was important in helping to ensure that the relationship sustained itself over two semesters. They were both very busy and it is unlikely they would have made the time were this not the case.

The peer-mentoring relationship was viewed as forum for them to reflect on their teaching, particularly on their own incorporation into the first year courses. They decided that to take their interest further and write a paper about the incorporation of part-timers into first year teaching for the BSA conference, so they set up a mini-research project where they did informal interviews with first year students.  They viewed the relationship as an opportunity to develop their teaching skills and to improve their research profiles. The discussions focused upon the practical issues of teaching first years and the analysis of issues raised for research purposes.

The relationship led to their sharing some resources, exchanging ideas about the content of the courses they were teaching on, discussing the appropriateness of the material, and raising issues about teaching within the department. As the relationship progressed, the BSA paper was accepted and the discussions focused more upon planning the research for, and then writing, the paper. The mentoring pair both felt they had benefited from the relationship both in terms of their teaching and research;  it extended their reflective practice about their teaching, and allowed them to consider what they had learned in their teaching course in the light of their now greater experience.


Characteristics of peer monitoring
Dept.1
Dept 2
Keele
Purpose



Personal support, friendship
*
*
*
Developing teaching skills

*
*
Support for teaching course
*


To address sensitive issues
*


General professional development
*

*




Type of part-time teachers



New teachers
*
*

More experiences part-timers
*

*
Taking a teaching course
*
*





How is pairing achieved



Self-selection


*
By a teaching course co-ordinator

*

By the department
*






Resourcing



Time given voluntarily
*

*
Remission from other duties

*

Mentoring pair are paid







Organisation of the relationship



Regular organised meetings

*
*
On demand
*

*




Activities



Face to face meetings
*
*
*
Telephone / e-mail discussions
*


Discussing initial teaching
*
*

Includes observation of teaching

*

Includes support for marking

*

Defined project


*
Teaching issues defined by scheme / departmental co-ordinator

*


These models cannot describe the complexity of any particular real-life situation. As with the other support systems in this handbook, peer mentoring is a flexible system which needs to be adapted to meet specific contexts and purposes. The Keele University example is described in more detail in the case study in section 6.

4.3 Designing a peer mentoring scheme for part-time teachers

The questions which need to be answered before setting up a peer mentoring scheme are much the same as those for conventional mentoring, so the questions in section 2 should be addressed.





With conventional mentoring the degree of formality is an issue and this also needs to be addressed for peer mentoring.  If the relationship is attached to a formal course or has a specific purpose it may be desirable for the organiser of the scheme to specify tasks for meetings. For example, the pair may be required to mark an essay, discuss how they arrived at the mark and to formulate their criteria. The time and number of meetings may also be pre-arranged if required. Some teaching programmes have time for action-set work built into them. The same could happen with regard to peer mentoring. However, if the purpose of the relationship is to add an informal element to an already formal system then this would not be appropriate.

Issues of confidentiality are important. If there is a task to be complete with a specific output it may be appropriate for this to be seen by a third party. However, if the purpose of the relationship is for personal support and addressing sensitive issues then complete confidentiality is important. 

It may be that the peer mentoring scheme you set up mirrors the culture of the department (see section 2 ). It could, on the other hand, be that peer mentoring is set up purposefully to counteract aspects of the departmental culture which prevent part-timers from feeling supported. As suggested above, it can provide informal support in an otherwise formal context. It is always worthwhile analysing the key features of your own organisational culture and thinking about how your peer mentoring scheme relates to it. 

Section 5
Resources to support Sociology teaching
 Resources available on www sites
Examples of materials used to support Sociology teaching at a range of Sociology departments have been collated and assembled on the project www site at http://www4.open.ac.uk/sociology. These materials include:Course Guides; Syllabus lists; Reading lists; Lecture Programmes; Seminar Programmes; Assignment briefings for students; Study Guidance; Marking criteria; and other ‘realia’ of teaching Sociology.

The materials on the site are offered as examples or models. Copyright is held by the institutions at which they were produced and while permission from these institutions is required for use the ideas behind their design are free.

To contribute your own materials to this collection, contact Clive Pearson at the Open University:  c.pearson@open.ac.uk

The American Sociological Association devotes substantial resources to supporting the teaching of Sociology. It produces many publications about teaching, provides training workshops and seminars and makes complete syllabi available for hundreds of Sociology topics. Its www site is at: http://www.asanet.org/. The following extracts give a taste of what you can find but the site deserves exploration.

Publications
Passing On Sociology: The Teaching of a Discipline 

By Charles Goldsmid and Everett K. Wilson. The definitive book about teaching sociology. Useful for current faculty, new teachers, and graduate students. Well documented with research, the book focuses on the goals of sociology courses, common instructional problems, and various pedagogies. Includes three course patterns, evaluations of teachers and students, and other key issues. 440 pp., 
1980 by Wadsworth Publishing; reprinted by ASA in 1985. Stock #206.P85. 

Discussion in the College Classroom: Applications for Sociology 
Instruction 
By Vaneeta D'Andrea and William Ewens. 

Chapters on the major purposes of discussion, how to prepare, implement, and assess discussion, discussion and personal empowerment, and a bibliography. 
40 pp., 1990. Stock #202.D90. 

Innovative Techniques for Teaching SociologicalConcepts (3rd edn)                  Edited by Edward L. Kain and Robin Neas. 
Eighty techniques for teaching basic sociological ideas in courses throughout the curriculum, especially high school sociology and introductory sociology courses. Procedures for each technique are described in full. Includes teaching objectives, references, materials needed, and estimated time for each technique. 144 pp., 1993. Stock #203.I93. 
Syllabi Sets
Aging
Teaching Sociology of Aging (4th edition). 
Edited by Diana K. Harris and Erdman B. Palmore. Contains 42 syllabi, 11 teaching techniques, andinformation on Audiovisuals. Also has a section that has descriptions of interviews, research projects, and paper assignments. 350 pp., revised 1996. (10 % discount to members of the Sociology of Aging Section.) Stock #300.T96. 

Applied Sociology
NEW! Applied Sociology: A Collection of Course Syllabi
Edited by AnneMarie Scarisbrick-Hauser and William J. Hauser. Divided into four sections: syllabi covering a broad range of approaches to teaching applied sociology, Courses with Applied Focus including theory, aging, community research, etc., Internships, and a selected bibliography on social indicators and quality of life. 
346 pp., 1997. Stock 362.A97. 

The Clinical Sociology Resource Book (4th edition) 
Edited by Jan Marie Fritz. In cooperation with the Sociological Practice Association. Contains course outlines for both undergraduate and graduate level Clinical Sociology courses. Also contains sections on internships, professional workshops, certification, and ethics. 280 pp., revised 1996. Stock #305.C96.


5.2   Practical publications about teaching
The Centre for Higher Education Practice has produced a series of Practice Guides and Reader Chapters as part of the Open University course H851 Teaching in Higher Education. 

The Reader chapters
The Practice Guides
Part 1 Teaching and assessment
1  Group teaching
1  Group Teaching
2  Lecturing
2  Lecturing
3  Demonstrating
3  Demonstrating
4  Marking and giving feedback
4  Marking and giving feedback
5  Supervising
5  Supervising
Part 2 Student learning
6  How students learn

7  How students differ

8  How students develop

Part 3 Developing teaching
How teachers develop
7  Reviewing and Improving your   
    Teaching

6  Organising your Teaching

Other relevant reading is available as detailed below.
Teaching Sociology
‘Teaching Sociology’ is a quarterly journal of the American Sociological Association. Interesting recent articles include:

Volk, W.V. and Beeman, M. "Resisting the Eye of the Storm: The Subtleties of Gender Bias", Teaching Sociology Volume 26, number 1 Jan 1998.An exploration of teaching about gender bias and exposing gender bias in teaching through the use of video.  A method which potentially provides good stimulating discussion.

Jacobs, W.R. "The Teacher as Text: Using Personal Experience to Stimulate the Sociological Imagination". Teaching Sociology, Volume 26, No. 3. July 1998.
Exploring postmodern cultural studies approaches through the articulation and deconstruction of a teachers personal experience.  An interesting and personal approach to teaching social theory.

Jones, A.L. "Random Acts of Kindness: A teaching tool for Positive Deviance" Teaching Sociology, Volume 26, No. 3. July 1998
Introduces a diary method for teaching deviance that aids a focus on deviant behaviour (and its positive value) rather than on the negative stereotyping of groups.
Hooks, B. (1984) Teaching to Transgress: education as the practice of freedom, New York: Routledge.

Gore, J.M. (1993) The Struggle for Pedagogies: critical and feminist discourses as regimes of truth, New York: Routledge.

Luke, C., (1997), Feminist Pedagogy Theory in Higher Education: Reflections on Power and Authority, in C. Marshall (Ed.)  Feminist Critical Policy Analysis:  A Perspective from Post-Secondary Education, London: Falmer Press

Teaching Groups
Arthur, D. (1995) ‘Problem-solving Classes’, in Forster, F., Hounsell, D. and Thompson, S. Tutoring and Demonstrating: A Handbook, Centre for Teaching, Learning and Assessment, University of Edinburgh, Edinburgh.
This chapter briefly reviews relevant ideas from the literature on problem solving and discusses issues faced by tutors leading problem solving classes. Useful ideas for anyone running problem-solving classes.

Baume, D. and Baume, C (1996) Learning to Teach: Running Tutorials and Seminars, Oxford Centre for Staff Development, Oxford Brookes University, Oxford.
A handbook of tips on running tutorials, which includes a short section on running problem classes, aimed at research students and graduate teaching assistants. Includes short sections on problem solving classes and teaching large groups.

Gibbs, G. (1992) Discussion with More Students, Polytechnics and Colleges Funding Council, Oxonian Rewley Press. Oxford
A handbook which presents a range of ideas for large group teaching. Gives clear explanations of principles and practical examples. Probably the most comprehensive treatment of this topic currently available.

Habeshaw, S., Habeshaw, T., Gibbs, G. (1992) 53 Interesting things to do in your seminars and tutorials, Fourth Edition, Technical and Educational Services, Bristol.
A handy ideas book, designed so that you can dip in and find just two or three paragraphs on any aspect of group teaching. Sensible, thought provoking presentation.

Jaques, D. (1991) Learning in Groups. London, Kogan Page.
A book-length treatment of group teaching. Useful if you want to explore group dynamics and think in greater depth about the processes of learning within groups. 

Lublin, J. (1987) Conducting Tutorials. Higher Education Research and Development Society of Australia, University of New South Wales, Kensington, Australia.
A very practical, articulate and theoretically sound handbook. Lots of useful ideas and thought provoking analytical presentation, though quite dense in style.




Lecturing
Bligh, D.A.. (1998)  What’s the Use of Lectures. 5th Edn. Intellect. 340pp
This recently greatly expanded book is a classic, first published in 1971. It has a substantial research base but a practical focus. After  considering the effectiveness of lectures compared with other methods it considers factors influencing student memory and attention, student motivation and note taking and the evaluation of lecturing.

Brown, G. (1978) Lecturing and Explaining. London: Methuen.
George Brown identifies different styles of lecturing and analyses explanations in detail, drawing on examples.

Gibbs, G. (1992) Teaching More Students 2: Lecturing to More Students. Oxford: Oxford Centre for Staff Development.37pp. ISBN 1 873576 11 0
A practical manual concentrating on the challenges and techniques associated with especially large lecture classes.

Gibbs, G., Habeshaw, S. & Habeshaw, T. (1992) 53 Interesting Things To Do In Your Lectures. 4th Edn. Bristol: Technical and Educational Services. 144pp. ISBN 0 947885 03 X
53 practical ideas, each presented in a ‘take it or leave it’ way which makes it easy to dip in to. The ideas on active learning in lectures are more radical than are usually encountered in texts on lecturing. 

McKeachie, W.J. (1998) Teaching Tips. 10th Edn. Lexington, M.A.: D.C. Heath. 444pp
In this American best seller advice is backed up by a huge research literature, but in a down to earth and readable style. Many of the big names of educational development in US higher education have contributed chapters. It covers many other topics than lecturing. 

O’Hagan, C. (1997) Using Educational Media to Improve Communication and Learning. Birmingham : Staff and Educational Development Association. 48pp. ISBN 0 946815 69 0
This concise and practical guide covers all the main types of audio visual equipment and gives technical as well as educational advice on its use.

Marking and giving feedback
53 Interesting ways to assess your students; Sue Habeshaw, Graham Gibbs and Trevor Habeshaw; Bristol: TES, 1993, ISBN 0-947885-12-9
A fine range of very practical suggestions and ideas

Assessing more students; Graham Gibbs with Alan Jenkins and Gina Wisker; Oxford:Oxford Centre for Staff Development, 1992, ISBN 1-873576-14-5
Strategies and tactics for keeping the assessment work-load manageable whilst still assessing well.

Assessing students - how shall we know them?; Derek Rowntree; London: Harper and Row, 1987, ISBN 0-06-318062-6
A fine, thoughtful, concerned and very useful analysis of the problems of assessment and of approaches to improving assessment which also gives practical guidance on how to 

Assessment for learning in higher education; ed. Peter Knight; London:Kogan Page; 1995; ISBN 0-7494-1532-0
A thought-provoking collection of chapters on many aspects of assessment.

Chapter 6, Assessing the students, in; A Handbook for Teachers in Universities and Colleges; David Newble and Robert Cannon: London:Kogan Page; 1995; ISBN 0-7494-1669-6
A vigorous and practical guide to assessment.

The ASSHE Inventory - Changing assessment practices in Scottish higher education; ed. Dai Hounsell, Mary McColloch and Mary Scott; University of Edinburgh and Napier University Edinburgh with UCoSDA, 1996; ISBN 0 9523956 3 0
A large collection of 1-page accounts of innovations in assessment, with contact details for further information.
Chapter 10, Assessing for Understanding, in; Learning to Teach in Higher Education; Paul Ramsden; Routledge, 1992; ISBN 0-415-06415-5
Well grounded in theory and illustrated with case studies, this chapter, like the rest of the book, offers principled, practical and thought-provoking analysis and guidance to the new - and less new - teacher.

Supervising
Cryer, P. (1997) Handling Common Dilemmas in Supervision. London: Society for Research into Higher Education. 25pp  ISBN 0 946 376 02 6
This brief guide addresses 13 dilemmas such as “How far should I encourage my students to aim for originality and how far for conformity” and “What balance should I strike between working with students to help them to impress examiners and remaining detached and impartial?”

Gibbs, G. (1996) Learning in Teams: Tutor Guide. Oxford: Oxford Centre for Staff Development. 
A comprehensive guide to planning, supervising and assessing team project work, with advice on devising project tasks, selecting team members and assessing individuals fairly within teams. 

Graham, A. & Grant, B. (1997) Managing More Postgraduate Research Students. Oxford: Oxford Centre for Staff Development. 72pp ISBN 1 873576 52 8
This practical manual is concerned with the methods required for the successful supervision of many students at once, in less time. It contains valuable examples of structuring the supervision relationship and advice on group supervision. It is based on the experiences of a university which greatly increased its postgraduate population.

Lewis, V. & Habeshaw, S. (1997) 53 Interesting Ways to Supervise Student Projects, Dissertations and Theses. Bristol: Technical and Educational Services. 171pp ISBN 0 947885 92 7
This cornucopia of ideas focuses on undergraduate supervision to a greater extent than most such books. It is based on many years of first hand experience of supervising humanities and social science students. Its sections include: ‘Getting students started’ and ‘Keeping students going’.

Okorocha, E. (1997) Supervising International Research Students. London: Society for Research into Higher Education. 18pp  ISBN 0 946 376 01 8
This is an insightful little guide which highlights the cultural basis for misunderstandings and difficulties which can arise for international students during supervision.











For students:
Phillips, E.M. & Pugh, D.S. (1994) How to get a PhD. A handbook for students and their supervisors. (2nd Edn.) Buckingham: Open University Press. 203pp 
ISBN 0 335 19214 9
This is a justifiably popular book written primarily for research students but which supervisors and their students can draw on together to negotiate an effective working relationship. It is packed with vivid first hand examples.

Williams, K. (199X) (booklet on writing projects) Oxford: Oxford Centre for Staff Development.
A practical student guide to undergraduate project report writing.

Organising your teaching
Bellman, G.M. (1992) Getting things done when you are not in charge.. London: Simon and Shuster. 
Most books time and task management are aimed at managers who can delegate rather than lecturers who have little power or support. While written in the language of corporations this book starts from the perspective of someone who is not in charge.

Covey, S.R. (1992) The Seven Habits of Highly Effective People. London: Simon and Shuster.
Stephen Covey outlines how to set personal goals and then break these down into tasks. An ‘international best seller’ used by members of the course team that wrote these materials!

Doyle,M. & Straus, M.  (1982) How to Make Meetings Work. New York: Jove.
Down-to-earth advice, starting from ‘what goes wrong in meetings’.

Johnson, L. (1996) Being an Effective Academic. Oxford: Oxford Centre for Staff Development.
An immensely practical manual which includes sections on priorities, decision making, action planning, reading and writing, people and motivation as well as on basic self-organisation. Written by a Professor who is terrifyingly well organised.

Treacy, D. (1991) Clear your desk! London: Century Business.
This book expands on Section 2.1, on in trays and out trays, and contain practical advice on keeping your paper workload under control.

Reviewing teaching and creating a teaching portfolio
Angelo, T.A. and Cross, K.P. (1993) Classroom Assessment Techniques. A Handbook for College Teachers. 2nd Edn. San Francisco: Jossey-Bass, 427pp. ISBN 1 55542 500 3.
This American manual focuses on ways to find out what students have learnt, in relation to course objectives, and contains a cornucopia of methods and evaluation instruments.

Brown, S., Jones, G. & Rawnsley, S. (1993) Observing Teaching. Staff and Educational Development Association paper 79. Birmingham: SEDA.. 96pp. ISBN 0 946815 48 8
This manual focuses specifically on observing teaching in higher education. It contains 23 different observation and self-review schedules and advice on conducting de-briefing sessions after observation.

Gibbs, G., Habeshaw, S. & Habeshaw, T. (1988) 53 Interesting Ways to Appraise your Teaching. Bristol: Technical and Educational Services. 170pp ISBN 0 947885 25 0. 
This collection of practical methods includes a large number of different types of questionnaires and evaluation techniques and also how to put evidence together in preparation for individual appraisal of teaching.

Hounsell, D., Tait, H. & Day, K. (1997) Feedback on Courses and Programmes of Study. Edinburgh: Centre for Teaching, Learning and Assessment. 107pp. ISBN 0 9523956 7 3.
This comprehensive manual is set in the context of Edinburgh University’s approach to reviewing courses and teaching and relates evidence to Quality Assessment criteria and other evaluation perspectives.
Ramsden, P. & Dodds, A. (1989) Improving Teaching and Courses: A Guide to Evaluation. 2nd Edn. Melbourne: University of Melbourne, Centre for the Study of Higher Education. 64pp. ISBN 0 86839 997 3.
This Australian manual focuses on the diagnosis of problems, and describes evaluation as an exploratory process, rather than providing a large number of questionnaires or examples.

Seldin, P. (1997) The Teaching Portfolio (2nd Edn.) Bolton, M.A.: Anker. 268 pp ISBN 1-882982-15-0
This is the latest edition of a much used American guide to creating a teaching portfolio. It focuses on the use of portfolios as a developmental tool rather than as a ‘cv for teaching’. It contains excellent examples of ‘teaching philosophies’ developed through reflection and experience.
Section 6	
Case studies of support for part-time teachers
6.1	The University of Keele Mentor System
The Keele mentoring system blends features of the informal mentoring system often associated with "old universities" with the more formal structures of mentoring systems which are features of "new universities". 

At Keele all Graduate Teaching Assistants (GTA's) and fixed term temporary lecturers are entitled to mentors.  It is the responsibility of the Head of Department to ensure that every new member of staff has one.  There is an element of accountability in this system in that personnel (where appropriate) and the Teaching and Learning in Higher Education Programme (TLHEP) Tutor must be notified who has been appointed mentor.  There is also a degree of formality in the mentoring system through its links with the THLEP programme, an accredited teaching course.  Mentors are asked to observe and report on the development of the new teacher as partial fulfilment of the course requirements for the mentees at certificate level.  The mentors report is a part of the assessment of the new teacher and counts toward their accreditation.  For probationary lecturers it is suggested that the mentor may in fact be the appraiser in a formative appraisal system.  Hence, the Keele system is based upon the idea that some role overlap can be useful.  The assessment of new teachers is not always kept separate from the mentoring system.  In some mentoring systems it is felt that this type of role crossover can undermine the enabling role of a mentoring relationship.

The code of practice of the university for mentors suggests that in most ways the relationship between mentors and mentees should be collegial.  Mentors are advised to respect any experience mentees may already have. Mentors are also not expected to be able to cater themselves, for all the needs of the mentees, but are advised to direct them towards colleagues who can help.  These are features of less formal mentoring systems.  In addition to this there are no guidelines as to how and when mentors should meet their mentees.  It is suggested that a first meeting is important but beyond that it is left to the mentor and mentee to negotiate something which is appropriate.  There is no system of accountability with regard to the number of meetings.  However, the mentees are given an opportunity to comment on how useful they found their mentor within the TLHEP programme.  In addition to this mentees who are unhappy with their mentors have the right to ask their Head of Department for a change of mentor.  If the Head of Department does not provide a suitable mentor then the mentee can appeal to the Dean.  Hence, the Keele systems accountability seems to work largely through the empowerment of the mentee.

Departments vary in their resourcing of the mentoring system.  Mentors are offered a training session and are given a copy of a "Mentors' Handbook" produced by the TLHEP tutor.  In the Department of Sociology and Social Anthropology mentoring is acknowledged as part of the administrative load but there is no remission of other duties to allow time for it.  For mentees who are GTA's there is often some re-distribution of their teaching load (into later semesters) to allow for participation in the THLEP, which includes being mentored.  Mentees are well resourced in terms of office space, teaching materials, levels of support within the department and the training they receive. mentoring does take place.  Mentees seem to willingly interact with their mentors for several reasons.  First, they wish to carry out their teaching to the best of their ability.  Second, they need help to become comfortable with the Keele system and with socialisation in general.  Third, they require their mentors to carry out certain duties associated with the TLHEP.  For example, observation of teaching or help with portfolio development.  On the whole the mentees seem committed to careers in Sociology in Higher Education which makes them highly motivated.  The mentors seem to enjoy the mentoring role and are committed to the development of new teachers and the quality of teaching in the department.  The mentoring system within Sociology and Social Anthropology seems to work because generally there are high levels of commitment from both parties of mentoring relationships.

The mentoring of part-timers’ functions largely as part of the THLEP programme.  This is a generic course for members of all departments.  The mentors are seen as an integral part of the course.  They are viewed as essential in terms of helping mentees translate general teaching principles and practices in discipline specific ways.  The THLEP programme is therefore central in helping mentees to ensure that they get their mentoring entitlement within the department.  The type of mentoring system that operates at Keele is linked inextricably to the requirements of this course and the reasons behind its existence.

Peer Mentoring Project
This project was set up with to explore an alternative form of support to traditional mentoring for part-time teachers of sociology. It was thought that peer mentoring would be an appropriate form of support for more experienced part-timers who had lost the “right” to be mentored.  Andrea Abbas describes the peer mentoring relationship she created with colleague Peter Morley;

 “We had both become SEDA accredited Higher Education teachers during our time as GTAs.  The Keele system did not provide for continuing formal support for staff like ourselves.  We felt that as continuing part-time teachers we may still benefit from some additional form of support for the following reasons:
¨	We experienced difficulties which are particular to being part-timer members of staff
¨	We have experiences which are particular to part-timers which, if reflected upon in a mentoring relationship, may enable us to teach more effectively
¨	We were both encountering new teaching tasks and challenges which may benefit from the relationship
¨	We felt in need of some form of staff development

The major reasons peer mentoring was thought as appropriate in this particular context were:

¨	Through our teaching and learning course we had already been trying to engage in reflective practice.  We had talked together at some length about teaching fairly regularly.  We felt that we could continue and extend this practice through a peer mentoring relationship.
¨	We felt that our both being part-time would allow us to focus on issues particular to our employment situation.
Organisation and Content of Meetings
First Meeting
In the first meeting the ground rules for the content and direction of future meetings were discussed.  As we already know one another reasonably well we could fairly quickly  move on to what we would like to get out of the relationship.

We soon realised we would need a focus for the meetings if they were to be sustained throughout two fairly busy semesters.  We decided it would suit both our teaching and research needs if we focused our discussion around a small research project on the incorporation of part-timers into first year teaching.  We selected this level because we were both involved in teaching first years.  Also, we knew that incorporating part-timers into first year teaching was a growing national trend and a controversial issue.

We decided to meet for one hour every two weeks over two semesters.  We also agreed that the content of our discussions would be confidential unless we both decided to communicate aspects of them outside our relationship.  We did not have to negotiate a relationship of equality as this already existed.




Subsequent Meetings
We met as arranged to discuss our teaching and begin planning our research project.  We talked about many issues relating to our teaching  Much of this discussion focused upon how to successfully relate out tutorial sessions to the introductory lecture courses.  The types of things covered were as follows.  The appropriateness of the readings.  How to help students who were having difficulty with course content.  We found some alternative reading which did help some students who were struggling with the reading and lecture materials.  We exchanged ideas about what to do in tutorials to facilitate student learning.  We also shared resources.  One thing that particularly interested us was the differences between teaching students who were going to carry on and specialise in sociology and teaching those who were doing sociology for one semester.  Outside of our first year teaching we spent some time talking about the second and third level modules we were teaching.

Our discussion was also informed of the experience one of us had of another institution and the contact we had with other departments as part of this project.  It meant that our reflective practice could extend beyond our own institutional boundaries.  On two occasions we took issues we had raised in our discussions to the department and minor changes in practice were instigated.

As our relationship progresses we focused more on our research project and paper.  We decided that as well as utilising our own reflective practice we would facilitate focus group and interviews with first year students.  We asked questions about how they perceived the different members of staff they encountered.  In addition, became increasingly interested in the issue of why students wanted to learn sociology.  We felt that we used different teaching strategies and foci depending upon whether we perceived students as being committed to an academic sociology or if they were just doing sociology for one semester.  For those who were doing sociology for one semester we felt our goal was to help them to think sociologically in a way that might be useful for their lives outside of academia.  Our focus groups suggested that most  of our students used their sociological thinking in this way.  We began to think about the appropriateness of course content, teaching styles and the particular divisions we ourselves made.  This was contextualised in terms of utilising part-timers on first year courses and the broader meaning of what it is to “do” and teach sociology.

Outcomes
Some outcomes are hard to quantify and it is difficult to separate what happened as a consequence of the mentoring relationship from those which would have happened any way due to other circumstances.  However, the main ones we identified were:
¨	Improved support for teaching
¨	A named contact within the department
¨	Exchange and development of materials, ideas and practice
¨	An increased understanding of how and why students learn through focus group discussions, interviews and out own reflective practice
¨	A paper delivered to the BSA conference, which is to be developed for publication
¨	A slightly increased feeling of empowerment.  It was easier to present ideas to the department once they had been talked through first.”
The following pages contain documentation used in the Keele scheme, including; A Code of Practice for Academic Mentors; Probationary Report Form for Mentors to comment on GTAs; Form for preparation for observation of teaching; Form for review of observation of teaching.





1	A Code of Practice for Academic Mentors
1	The Academic Mentor
	The Department will appoint an academic mentor to every probationary member of staff, who should be informed of this before teaching duties begin.  The mentor's duties will commence with the signing of the contract and continue to the end of the formal period of probation.
Appointment of the Mentor
	The appointment will be made by the Head of Department and notified to the Director of Personnel and to the Teaching and Learning in Higher Education Programme Tutor.  The mentor will be an experienced colleague sympathetic to the probationer's field of teaching and research.  In small departments this responsibility may regularly fall to the same member of staff, but otherwise what could be a heavy, if temporary, burden should be distributed as widely as possible.  The Head of Department should not normally fulfil this role as it will be in the probationer’s interest to have a source of advice independent from the Head who will have to make the recommendation to confirm probation.  If the probationer does not find the mentor an appropriate source of guidance and advice s/he should approach the Head of Department.  The Head may need to change the mentor, but will retain the final responsibility of appointment.  The probationer can appeal to the Dean if it is felt that the Head of Department is not acting reasonably in selecting the mentor.
General Responsibilities
	The work of the mentor must be tailored to the particular needs of the probationer and department.  Although by definition no probationer is a fully fledged teacher and researcher, most will have experience in both fields, and this must be assessed and respected.  Three general areas of advice and guidance can be identified:
(a)	Departmental and University Culture.  General induction into how the system works in theory and practice, and how the probationer may relate to changes in progress.  The effectiveness of this process will be conditioned by the availability of adequate documentation on central and departmental practice (including this Code of Practice).  Here as in other aspects, the mentor will in part act as a point of referral, recommending who to approach in the department or elsewhere in the University for specialist information.
(b)	Teaching.  Mentors will advise probationary members of staff on aspects of teaching methods and programmes as necessary.  Selection committees will decide which probationers will be required to attend the University's Teaching and Learning in Higher Education Programme.  The mentor is an essential part of the programme: ensuring attendance (and the time to attend) and discussing teaching methods, teaching materials, assessment, the design of courses, and, the compiling of a teaching portfolio, which is a requirement of the programme.
The mentors wiII observe these probationers' teaching and give feedback.  Mentors of probationers who wish to undertake the University's Certificate of Initial Teaching Competence will submit a report, as part requirement for assessment, which will be based on evidence from regular discussion, observation of teaching and supervision of other aspects of teaching including marking students' work.
(c)	Research.  Mentors should give advice on publications, grant applications, and, comment on drafts of both of these.  They should also advise on research targets and on how to balance the demands of teaching, research and administration, and where necessary, protect the probationer's research time from other pressures.

Staff Training
	The mentor will monitor the probationer's participation in training courses, advising on additional training and discussing progress.  When specific and potentially significant advice is given by a mentor (for example to attend a relevant course) a note confirming the advice should be sent to the probationer/temporary lecturer and a c6py kept by the mentor.

Mentor, Head of Department and Appraisal
The relationship between the mentor and the probationer will be continuous and largely informal although the mentor should arrange an initial meeting soon after the probationer arrives.  The mentor can act as a channel of communication between the Head of Department and the probationer, but must not displace the Head's responsibilities for managing the teaching and research of all members of the Department.  The mentor/probationer relationship is separate from the formal and confidential system of appraisal, but to avoid the creation of too confusing a structure of advice, and, as long as appraisal remains formative, the appraiser will normally be either the mentor or the Head of Department.

Assistance to Mentor
	A short training course will be made available for mentors as part of the Staff Development Programme.

Non-probationary New Staff
	Fixed -term temporary lecturers should be treated in all respects like lecturers on probation.  Many of the needs outlined above will be shared by those appointed to permanent posts without a probationary period.  In these cases Heads of Department should use their discretion to implement any part of this system as appropriate.

Graduate Teaching  Assistants (there is a separate document: GTAs Guidelines for Heads of Departments)
	GTAs are expected to teach up to six hours a week - no more than 72 hours a semester - with relatively modest amounts of preparation and supervised assessment.  Only in exceptional circumstances should the GTA's teaching mentor also be the research supervisor; and a GTA should approach her/his Head of Department if s/he is not satisfied with the mentor.  GTAs will be required to attend part or all of the Teaching and Learning in Higher Education Introductory Programme, depending on the nature of their teaching duties.  Similarly for probationers and temporary lecturers, mentors should ensure adequate time to attend, observe teaching, discuss progress, as well as, ensuring that teaching loads are not excessive; and a GTA should approach her/his Head of Department if s/he is not satisfied with the mentor.

2	Probationary Report Form for Mentors to comment on GTAs

KEELE UNIVERSITY
TEACHING MENTOR'S REPORT: GRADUATE TEACHING ASSISTANTS (INCLUDING DEPARTMENTAL RESEARCH STUDENTS AND DEMONSTRATORS)
Please comment on the progress of the new GTA for whom you have mentoring duties (refer to GTAS: Guidelines for Heads of Departments for further details) and return to the Department of Academic Affairs.

Teaching Mentor's Name:
GTA's Name:
Research
Have you liased with the research supervisor to ensure that the GTA has sufficient time to establish and make research a priority?  		Y / N
Comment if you wish



Teaching
Has the GTA attended the Teaching and Learning in HE Programme?  		Y / N
Have you discussed, supervised and given advice on teaching?  					Y / N 
Have you observed the GT9s teaching? 						 		Y / N
Please clarify if necessary: this report is sufficient for those undertaking Level 1 (Basic) of the Keele University Higher Education Teaching Certificate.  If the GTA wishes to undertake Level II/III you will receive a request for a fuller report.



To be agreed and signed by:
The Head of Department:                      		GTA/Demonstrator:
Teaching Mentor:                             		Date:



3	Form for preparation for observation of teaching


TEACHING AND LEARNING IN HIGHER EDUCATION PROGRAMME
Observation of Teaching: Preparation - Form 1       
(Completed by teacher to be observed, copy to observer)
This form is best completed at the time when teacher and observer discuss how the observation will be organised (e.g. How will observer be introduced to the group?  Where will s/he sit?  Will s/he participate, take notes, audio/video tape?).
Name of Teacher: 					Date:
Title and Type of Session/Course:
Name of Observer:
What are your objectives for the session (both for yourself and for the students)?




Areas on which you would welcome some feedback






4	Form for review of observation of teaching


TEACHING AND LEARNING IN HIGHER EDUCATION PROGRAMME

Observation of Teaching: Preparation - Form 2	
(Completed by observer copy to teacher)
This form should be completed soon after the observed session, in discussion with the teacher observed.
Name of Observer:	Date:

Name of Teacher:	Date of Session:


Title and Type of Session/Course:


No. of Students:


What in your opinion went well in the session?




What in your opinion could be improved or developed?  How might this be achieved?




Please comment on areas in which the teacher invited feedback?




Any other comments or suggestions.



Comments by teacher.






6.2	Supporting Sociology PT Associate Lecturers in the Open University
Students of the Open University are supported through their courses by a combination of open learning study materials and face-to-face tutorials. By and large, the study materials are produced by full-time academics, leaving the delivery of the face-to-face tutorials and correspondence tuition to part-time lecturers, called Associate Lecturers (ALs) in the Open University. These are appointed by one of 13 Open University Regions to tutor on usually one but occasionally more courses. They are contracted for the life of a course (usually eight years) and have more employment rights than part-time staff in many other Universities. There is an induction process and a probationary period, and a high percentage of ALs will work for the Open University for many years.

Although the detail of support varies from Region to Region, all new  ALs are offered:
¨	a mentor;
¨	face-to-face staff development sessions on a range of teaching and student-support issues, both generic and course-specific, carried out by a Staff Tutor (a full-time regionally based academic) and, at the start of a course, by members of a Course Team;
¨	back-up materials from the Region, which might typically include a Tutorial Resource Pack for Social Science Tutors, a Study Skills Package, and a Social Science Guide to Good Correspondence Tuition;
¨	back-up material from the University, which includes a ‘Supporting Open Learning’ Staff Development File, and an ‘Open Teaching Toolkit’: a series of guides to various elements of teaching practice.  In addition they may receive course-specific Tutorial Resource Packs from their Faculty.
Continuing support for Associate Lecturers includes a programme of staff development activities based in the Region, but perhaps the most important support activities are observation and monitoring of marking.

Observation 
At intervals throughout their employment by the OU, Associate Lecturers are observed by their Staff Tutor as they teach. Their Staff Tutor will provide them with detailed comments on the teaching activities observed, and will offer to discuss any issues raised. 

Monitoring of marking 
In addition to comprehensive grading advice offered to tutors in the form of Tutor Notes associated with each assignment, a proportion of scripts for each assignment are monitored by a member of the Course Team. The actual proportion depends on the Associate Lecturers’ experience and the outcomes of past monitoring. The member of the Course Team provides written feedback on the quality of correspondence tuition and on the acceptability of the grade given. Tutors also receive regular analysis of their grading of assignments benchmarked against the grading profile of all tutors on the course. Again, their Staff Tutor will offer to discuss any issues raised.  
6.3	A Departmental Code of Practice for Postgraduate Tutors
The following extract is from the Faculty Guidelines for Postgraduate Tutors from the Faculty of Arts and Social Sciences, University of Strathclyde. (Forster and Thompson, 1997). It specifies the formal roles of the Head of Department, the Post Graduate tutor's mentor and the ‘class lecturer’ – the teacher responsible for the course on which the postgraduate teaches.

The Role of the Head of Department
Following the appointment of a Postgraduate Tutor, the Head of Department or his or her
nominee will ensure that:
(a)	the nature of the Postgraduate Tutor's responsibilities in the Department are set out clearly including the number of hours they will have to spend on actual tutoring, preparation for tutorials, marking, assessing classwork, student feedback and so on.
Note: If the Postgraduate Tutor has a role in marking or assessing class work, precise directions, guidance and on-going supervision must be provided

(b)	instructions from the Department include all training requirements, attendance at workshops, seminars and so on.
	The Head of Department will also

(c)	appoint a member of the academic staff  (normally the Class Lecturer) to provide help and give advice to the Postgraduate Tutor in their role as class tutor.
(d)	appoint a member of academic staff to act as Mentor to all Postgraduate Tutors in the Department or Division: this member of staff will be responsible for guiding Postgraduate Tutors in the development of their professional expertise.
(e)	inform the Postgraduate Tutor of the names of the Class Lecturer to whom she or he is directly responsible and the Postgraduate Mentor to whom she or he has direct access during the session.
(f)	arrange for the Postgraduate Tutor to have an information pack which will generally include departmental procedures; Postgraduate Tutor guidelines; fire and safety regulations, course regulations, assessment guidelines, and student support services.
(g)	give due regard to personal research activity, training, and preparation time when the Department arranges the Postgraduate Tutor's schedule.
(h)	arrange for Postgraduate Tutors to have access to relevant departmental facilities.
(i)	ensure that Class Lecturers appointed to supervise postgraduate tutors are fully aware of their responsibility towards the Postgraduate Tutor; such as advising the Tutor on the extent of their autonomy and meeting with the Postgraduate Tutor at regular intervals.
(j)	guide Class Lecturers and Postgraduate Mentors on the principles of establishing a good working relationship with the Postgraduate Tutor and outlining respective roles.
(k)	set up an early meeting with the Class Lecturer who will act as supervisor of the Postgraduate Tutor to discuss the nature and extent of the Tutor's duties, responsibilities, and training.
(l)	establish with the Class Lecturer (particularly a new member of staff) that she or he understands line management arrangements in the Department and will ensure that the Postgraduate Tutor is also made aware of lines of communication.
Note: It is important at this early stage that all parties are fully aware of the nature of their duties and their relative responsibilities.

(m)	efforts are made to promote best practice in the Department in line with departmental and Faculty guidelines.
The Role of the Post Graduate Tutor's Mentor
6.1	The Postgraduate Mentor is the member of academic staff appointed by the Head of Department to oversee all Postgraduate Tutors in the Department or Division.
6.2	The Postgraduate Mentor is the member of staff to whom all tutors and lecturing staff should refer any enquiries or difficulties concerning postgraduate tutoring or departmental policies/practices involving postgraduate tutors.
6.3	In some Departments the Class Co-ordinator may act as Mentor for Postgraduate Tutors but the roles of Mentor and Class Lecturer should as far as possible be separated.
6.4	The Mentor for postgraduate tutors, acting on behalf of the Head of Department, will:-
(a)	brief Class Lecturers on the nature of the working relationship with Postgraduate Tutors including division of labour.
(b)	provide Postgraduate Tutors with details of their training programmes.
(c)	act as contact person for all Postgraduate Tutors in the Department or Division and respond to any queries or points at issue between the Postgraduate Tutor and the Class Lecturer or the Class Co-ordinator.
(d)	encourage communication between Postgraduate Tutors and provide them with a forum for general discussion and exchange of  views.
(e)	monitor work-load overall and draw any discrepancies to the attention of the Head of Department or, if necessary, the Dean of the Faculty.
(f) 	arrange for Postgraduate Tutors to observe experienced Class Lecturers giving class lectures or tutorials.
(g)	check that the Class Lecturer is "sitting in" from time to time on tutorial groups conducted by Postgraduate Tutors.
(h)	help Postgraduate Tutors produce a portfolio of their work and generally develop their professional expertise.
(i)	report to the Head of Department regularly and the Dean annually on the effectiveness of the contribution made by Postgraduate Tutors to undergraduate tutoring generally and, where appropriate, draw to their attention any difficulties which may have undermined that contribution.
(j)	provide feedback to the Faculty and the Centre for Academic Practice from the Postgraduate Tutors.
The Role of the Class Lecturer
7.1	The Class Lecturer (or the Class Co-ordinator where there is more than one Class Lecturer) has the closest working relationship with the Postgraduate Tutor and is generally responsible for briefing them on the level and nature of the undergraduate class concerned, advising them on the topics to be covered in tutorials and guiding them on how to conduct tutorials in these topics.
7.2	The Class Lecturer will:
(a)	explain the undergraduate class teaching schedule; the Postgraduate Tutor's participation in the schedule and the demarcation line between the responsibilities of the Class Lecturer and the Postgraduate Tutor in relation to each other and to the students in their tutorials.
(b)	set out the format and content of tutorial topics.
(c)	provide the Postgraduate Tutor with comprehensive information on class lectures; syllabuses; course and class regulations; reading lists; coursework requirements; penalties for late submission of coursework; policy on coursework extensions.
(d)	explain marking scales and assessment criteria and guide Postgraduate Tutors on the marking of essays and other student exercises; and set out the arrangements for second marking: the Class Lecturer will monitor the Postgraduate Tutor's work in this area.
(e)	brief the Postgraduate Tutor so that the Tutor undertakes class tutoring with an understanding of context and from an informed standpoint.
(f)	observe Postgraduate Tutors in practice and offer constructive help in instructing and managing their tutorial groups.
(g)	provide Postgraduate Tutors with the opportunity to "sit in" at class lectures and tutorial meetings led by experienced lecturers.
(h)	check that the Postgraduate Tutor has undergone training.
(i)	draw the Postgraduate Tutor's attention to computer and other support services available in the Department and the Faculty.

6.4	Supervising and supporting tutors at the University of Edinburgh: Guidelines for Course Organisers

The following is an extract from Guidelines for Course Organisers from the University of Edinburgh (Forster and Thompson, 1997).

Recruitment, Contracts and Payment
¨	Publicise opportunities for undertaking  tutorial and  demonstrating work on your course.
¨	Specify duties, working arrangements and pay rates, and agree these with your head of department.
¨	Recruit appropriate individuals, and, if they are postgraduate research students, ensure that their participation is approved by their supervisors.
Notes
¨	 Each tutor and demonstrator who is employed on a casual basis must be given
 a contract of employment (available from the Personnel Department and   
 signed by your head of department, or whoever can authorise their payment).   
 Payment is only made when a time sheet for a contracted individual has been  
 submitted by the Head of Department to the Salaries Section of the Finance  
 Office.
	All tutors and demonstrators should be quite clear about the nature of their duties: a supplementary form (copy enclosed) is available for this purpose.  Remember that clear information leaves less room for confusion, and so makes disputes or Grievances less likely.  Payment should be made for all contact hours with students; for any substantial amount of marking of assessed work; and, ideally, for attendance at any departmental briefing, training or feedback sessions exceeding about an hour.

Most postgraduate funding agencies permit or encourage compatible teaching work, but they typically specify that the total demand made on the Students' time,' including any preparation work, should not exceed six hours in any one week.  Rates of pay for tutorial work assume that there is one hour of preparation per contact hour, implying a maximum of three hours tutoring (or six hours demonstrating) per week for such postgraduates.

Training	
¨	Provide whatever course-specific briefing and training sessions will be needed for tutoring and demonstrating to be carried out competently
¨	Inform tutors and demonstrators about university-wide programmes of training, encourage participation in them, and ensure that there is wide knowledge about support that is available through the department and through the TLA Centre
Notes
¨	All tutors and demonstrators should be told about the aims and objectives of the course on which they are teaching, about how it is managed and taught, about the resources available to students, and about the roles of tutorials and laboratory classes within the course.  New tutors in particular are often much more insecure about their own abilities than is realised.  Basic training on curricular and teaching matters, and information as to the limits of what is expected of them, can go a long way towards helping tutors to communicate confidently with their students.
¨	The Centre for Teaching, Learning and Assessment (34 Buccleuch Place, tel. 504131) provides free of charge a handbook on tutoring and demonstrating, and offers a variety of training and support activities, often in collaboration with departments or faculty groups.







Resources
¨	Ensure that demonstrators have laboratory manuals and that tutors have copies of their students' course materials, access to required or recommended readings, and appropriate tutorial materials, if required
¨	Ensure that tutors have adequate working and storage space, and access to photocopying, secretarial and other facilities, as appropriate for their duties
Notes
¨	Remember that postgraduates do not normally have the same book collections as permanent staff, so may find themselves competing with their own students for texts (tutors who are not postgraduates may not have automatic library privileges).  Some departments provide texts on loan, while others have established a section of books and other materials in their class library for the exclusive use of tutors.
¨	Sometimes it is appropriate to provide a detailed tutorial programme for a course; in other cases content is left to the tutors' discretion.  It is often helpful for tutors to have access to tutorial materials that draw on experience obtained in previous years, around which they can organise their teaching, such as a set of well-tried examples or exercises.  Marking aids or guidance on writing skills can also be helpful for new tutors

Responsibilities
¨	Familiarise tutors, demonstrators and lecturers with their respective responsibilities - when and where they should attend, what they should (and should not) be doing, and when, and to whom, they should pass on queries or problems that arise
¨	Check that their workloads (real or perceived) are not excessive, to the possible detriment of postgraduate completion rates
¨	Make sure that demonstrators are absolutely clear about local laboratory safety regulations and procedures
Notes
¨	Both tutors and demonstrators need to know who is responsible for helping them with their aspects of the course teaching, whether it is the Course organiser or another member of staff.  Tutors also need to be quite clear how far they are expected follow a predetermined tutorial programme, and how far they can play to their strengths and respond to their students' individual needs.

¨	Tutors commonly devote considerably more time to preparation (as well as to marking and other associated duties) than is officially expected of them, whether due to inexperience, insecurity, or simply a desire to do the job well.  Consequent stress can be alleviated by a combination of training and support, clear definitions as to the limits of their responsibilities, and reassurance.

¨	It is essential that all demonstrators should be well informed about the basic safety procedures in the laboratory in which they are working, especially d local fire procedures (alarms, exit routes, location and operation of extinguishers) and first aid procedures (location of first aid boxes and of qualified first aiders, and reporting requirements).  They must also be briefed about any special precautions to be taken in any particular practical class.

Marking
¨	Inform tutors and demonstrators about what marking of student work they are expected to undertake, the criteria to be used in this marking, the mechanisms for communicating marks to the Course Organiser and to the students, and the extent of feedback to be provided to the students
Notes
¨	Marks for work that contributes towards a Degree Examination may only be awarded by a properly constituted Board of Examiners.  Any, marks assigned by tutors or demonstrators who are not themselves members of the appropriate Board must therefore be regarded as preliminary until they have been validated by an appropriate member of the Board, as designated by the Chairman of the Board.  Both students and markers need to be clear about this.

Communication
¨	Put in place effective feedback systems between students, tutors and staff, and facilitate communication between them (e.g. via notice boards, pigeonholes, address lists, email addresses, common rooms)
¨	Encourage tutors and demonstrators to meet with each other and with staff to share ideas, resources and concerns
¨	Ensure that tutors and demonstrators (and technical and clerical staff) know that their work for the course is valued
Notes
¨	Good debriefing sessions with tutors and demonstrators are helpful for their own self appraisal (and confidence) as well as for course organisers, since they frequently know best what students have found good or difficult about the course.

¨	Good contact between tutors or demonstrators may not happen unless it is actively encouraged.

¨	Bear in mind that non-postgraduate tutors and demonstrators in particular may have no clear route by which they may receive internal mail, circulars and other information, and through which they can be contacted by their students.


6.5	Supporting Postgraduate Teaching Assistants at the University of Strathclyde
The following case study is drawn from Forster and Thompson (1997) and described the way a Department of Government supports its Postgraduate Teaching Assistants.

Summary
Postgraduates are employed as teaching assistants in the Department of Government to lead tutorials in the first year of the BA degree in politics.  They lead tutorial discussions on set topics and mark students' written work.  The Department of Government, supported by the Centre for Academic Practice, has developed an induction and support programme for these teaching assistants the key features of which are:
Pre Semester
¨	two faculty-based workshops on small group teaching run by the Centre for Academic Practice;
¨	provision of a tutors' handbook.
In Semester
¨	three faculty-based workshops on small group teaching, making presentations and assessment run by the Centre for Academic Practice;
¨	a course briefing meeting and two review meetings run by the Coordinator for Graduate Teaching  Assistants;
¨	an essay-marking workshop;
¨	a confidential system for providing tutors with feedback from students.
Academic Context
In the Department of Government, postgraduate teaching assistants are employed to run small group tutorials in the first year of the BA degree.  This is a basic course and the students may or may not be progressing to a politics degree within the Department.  There are 350 students enrolled on the course and, along with full-time members of staff, five postgraduate teaching assistants are employed to run the tutorial classes.  All the teaching assistants are postgraduate students in the Department.

Tutorials run once a fortnight, beginning in week three of the first semester.  There are usually about ten students per tutorial.  The topics for each tutorial are set by the co-ordinator for graduate teaching assistants and are detailed in a tutorial handbook along with readings to accompany each topic.  Within this framework the teaching assistants are free to plan and run their individual tutorials.  The first meeting of the tutorial group is set aside as a ‘getting to know you' session and another session later in the semester is set aside for essay preparation.  An informal, exam preparation session is arranged by each tutor before the May diet of examinations.  The teaching assistants also mark students' essays.

The University policy on the employment of Postgraduate tutors limits their hours of work to six per week.  There are documented minutes of departmental meetings which state the Department's position on the use of these tutors in terms of their year of PhD study and when it may be most appropriate for them to teach.

There is a formal policy document provided by the Faculty of Arts and Social Sciences entitled 'Faculty Guidelines for Postgraduate Tutors' (see 'documentation').  This outlines responsibilities of the postgraduate tutor to a department and the students and the responsibilities that a department has for guiding and supporting the tutor.  It also explains the working relationships between the tutor and other members of a department and between the tutor and the student.

Preparation and Support
The teaching assistants are recruited informally by the co-ordinator.  Newly registered postgraduates are informed that the teaching of tutorial classes is an option available to them from the start of their postgraduate studies.  On appointment they receive a letter from the Department detailing rates of pay and hours of work.

The main aspects of the preparation and support programme are shown in Figure 6.1.
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Figure 6.1: Main Features of Preparation and Support for Postgraduate Teaching Assistants, Department of Government, University of Strathclyde
Postgraduate teaching assistants are required to attend an induction course provided by the Centre for Academic Practice.  This course involves five two-and-a-half hour workshop sessions.  The first two workshops are held in September before teaching begins.  These provide a framework for understanding student learning and for planning tutorials.  The other three workshops are spread over the first semester.  These workshops provide, amongst other things, an opportunity for the teaching assistants to reflect on their experiences of managing tutorials and to further develop their insight and understanding about effective tutoring.
This course provided by the Centre is faculty-based.  It was developed through collaboration with the departments in the faculty and only participants from within the faculty can attend.  Hence although it is general to the faculty, specific disciplinary examples are used to tailor the training to the needs of the participants and the discipline.  For example, in one workshop the task is to formulate a tutorial teaching plan.  For this task each teaching assistant uses a tutorial topic that he/she will teach in the first semester.

A briefing meeting for the teaching assistants takes place in the first teaching week of the year, prior to the commencement of tutorials in week three.  The meeting lasts for about an hour and the opportunity is taken to introduce everyone and particularly to allow new tutors to meet with 'old hands'.  The content of the whole course is discussed and in particular the 'stand alone' programme of tutorial topics (i.e. they do not follow the lecture programme).  This briefing meeting is run by the co-ordinator and feedback on the process is gathered informally.  Tutors report that they appreciate the informality of the meeting and the chance to interact with those with some previous experience.  It is an opportunity to have their initial concerns voiced and to receive clarification and reassurance about their roles and responsibilities.  The meeting is also an opportunity for briefing the teaching assistants about the social mix of students that they might expect in their groups.  This is particularly important if the assistants are new to the University of Strathclyde. 
 
The teaching assistants each receive a  'Handbook for Postgraduate Teaching Assistants in the Department of Government'  (see documentation).  This contains: 

¨	details of departmental practice with respect to; 
¨	teaching responsibilities; 
¨	the programme for the centrally-provided induction and development sessions details of the feedback and review sessions;   
¨	a paper outlining practical advice about small group teaching in politics;  
¨	details of course evaluation procedures.

They also receive copies of the course handbooks given to students.  Teaching assistants have access to centrally provided staff development events and they are able to use the resource library of the Centre for Academic Practice.

The co-ordinator organises two feedback sessions with the teaching assistants, one towards the end of the first semester and another around Easter.  These involve open discussion on how the teaching assistants are getting on, together with a review of how the students are coping with the tutorial topics.  The tutors are encouraged to share their tutoring experiences and concerns and insights arising from it.

A session on essay-marking is run for the teaching assistants in early March.  This is organised by the co-ordinator and attended by some of the lecturing staff as well.  Examples of students' essays from previous years are distributed and marked 'blind' by the participants.  The marks are their compared, which introduces a discussion of the marking process.

Teaching assistants share rooms in a building adjacent to the Department of Government.  It is recognised that this is not an ideal arrangement and the Department would prefer to have them housed in the same location as the rest of the staff.  They have access to resources such as telephones and  photocopiers.  The views of the teaching assistants can be fed, via their representatives, into the meetings of the postgraduate committee and the staff - student committee.  The teaching assistants are included in a number of the departmental social events.

There is no formal appraisal or personal review for postgraduate teaching assistants.  However, all students complete a Centre for Academic Practice questionnaire which is used to evaluate the tutors' management of tutorials.  The information provided through this is confidential to each tutor and is not discussed within the Department unless the tutor wishes it.  Students also' complete departmental course evaluation questionnaires which provide further feedback on the content of the tutorials.  These are processed within the Department and their contents are discussed with the co-ordinator.

Achievements
Close liaison between the Department of Government and the Centre for Academic Practice has done much to ensure that their respective contributions to the programme for teaching assistants complement each other.  The centrally provided workshops, which are delivered to postgraduates from across the Faculty, focus on theoretical and process perspectives relevant to tutorial and group work teaching.  The departmentally-based briefing overlaps and builds on these by introducing the teaching assistants to the details of the politics course, the specific topics with which they will be concerned and by clarifying their roles and responsibilities.  A particular benefit to teaching assistants, that stems from the close working relationship that has been established between the Centre and the Department, is the consistency of approach in the use of language and concepts in these induction and orientation sessions.
The quality of the documentation available to the teaching assistants in the Department of Government is particularly noteworthy.  The 'Faculty Guidelines for Tutors' provide a comprehensive and helpful orientation to who is responsible for what and where boundaries lie.  This assists with the difficult task of seeing how to fit in as a new team member, whilst the departmental handbook complements this wider set of frameworks, by laying out relevant administrative and other documents needed in day-to-day tutoring practice.

Teaching assistants have reported informally that they find the essay-marking workshop particularly useful in raising their confidence about the process of marking.

Other key elements in the support provision are the open style of communication which exists between the co-ordinator and the teaching assistants which is greatly helped by their small number (five), the review meetings, which act as a support group forum, and the shared accommodation for the assistants which promotes informal support between them.

Documentation
Contact Information
Handbook for Postgraduate Teaching
Assistants in the Department of Government
§	guidance for tutors on their responsibilities; managing tutorials and evaluation of the tutorial programme; also a programme for the training sessions.
Mr Tom Mackie
Senior Lecturer
Department of Governmen
University of Strathclyde
McCance Building
16 Richmond Street
Glasgow 
G4 1X0
phone:	0141 552 4400 ext. 2917
fax:	0141 553 5677
email:    t.t.mackie @strath.ac.uk
Code of Practice: Faculty of Arts and Social Sciences: Guidelines for Postgraduate Tutors

§	booklet containing guidelines for, and responsibilities of, postgraduate tutors in the Faculty; the roles of the head of department, the lecturers and the class co-ordinator or postgraduate mentor, who is responsible for the tutors in the department

Student Handbook

Course Handbook for first year BA Degree in Politics.
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6.6	A US mentoring programme: Miami University
Miami University has a ‘Teaching Scholars Programme’, one component of which is mentoring which has been operating since 1979. By 1998 25% of the 860 faculty had acted as mentors. A ‘pool’ of potential mentors has been built up and ‘protégés’ (their term) select from this pool. 

Patterns of mentoring
The mentoring scheme has been so extensive for so long that patterns can be identified, some of which have interesting implications for any department wishing to set up a mentoring scheme and keep it running for some years:
¨	mentor-protégé pairs are almost exclusively male-male or female-female;
¨	as elsewhere in the US, white faculty and ‘faculty of colour’ (their description) rarely form pairs, and when they do it is less likely to be successful and requires extra attention to cross cultural sensitivity;
¨	an increasing proportion of mentors are from a different discipline than the protégé, at the protégé’s request: up from 37% to 78%;
¨	protégés increasingly choose to have two mentors, one inside their department and one outside;
¨	an increasing proportion of mentors are women;
¨	24% of departments are now chaired by former mentors and a further 18% by former protégés;
Effectiveness
Those who have been mentored gain tenure earlier and at a significantly higher rate than those who choose not to be mentored. Protégé s rate mentoring as having more impact on their development than any other feature of support at the University.

Further information:
Milton D. Cox 
University Director for Teaching Effectiveness programs
Office for the Advancement of Scholarship and Teaching
Miami University
Oxford
Ohio 45056
USA

6.7 	An overview of programmes to support Social Science GTAs in the USA
The following extract is taken from Lambert and Tice (1993) and summarises a survey (The National Survey of Teaching Assistant Training Programs and Practices) undertaken as part of a large national research and development programme in the USA concerned with support for graduate teaching assistants. The survey produced short case studies, in the form of abstracts, of many programmes.

Programs of Note in the Social Sciences
edited by Phillip Saunders

Professor, Department of Economics, Indiana University

The abstracts make a clear distinction between department-based training programs for teaching assistants, who are assigned to a faculty member teaching a large lecture course with separate discussion sections, and teaching fellows (TFs) or associate instructors (Als), who are given complete responsibility for teaching a course of their own or an independent section of a large, multisection course.  As one would expect, the training programs for TFs and Als tend to be more comprehensive and more formally structured than those for TAs.  The abstract from the Department of Sociology at the University of Washington outlines three different programs offered by the same department.  This is unusual.  Most of the department-based training programs submitting abstracts did so for only one program that was adapted to the particular way they used graduate student instructors.  The interdisciplinary training program from the University of North Texas also is unusual in that it links graduate students in English, history, and political science with the Classic Learning Core (CLC) of the university's undergraduate curriculum.

The abstracts submitted describe programs that range from informal meetings prior to the beginning of classes each semester to full-scale, three-credit graduate seminars.  The University of North Texas program is the most comprehensive, following a three-credit seminar with four other types of training activities.  Some of the programs have been in existence for more than two decades, others are very young.  Some have a flexible and evolving format, others have a structure and content that varies little from year to year.  Several use experienced graduate student instructors as well as regular faculty members to train and evaluate new graduate student instructors.  Two schools include new faculty members in their training program.  The most extensive report of faculty participation came from the Department of Sociology at the University of Tennessee, Knoxville, which stated: "UTK's graduate seminar, Teaching Sociology, completed its sixth year with nine of our twelve graduate faculty participating, including two full professors who attended every session as team-teachers.  Faculty members outnumbered the students by one."

Most department-based TA programs rely heavily on the mentoring efforts of senior faculty members and focus on a limited number of tasks, such as grading and discussion leading.  The semester-long seminars and programs for TFs or Als also address lecturing and the use of visual aids, exam preparation, textbook evaluation, and course structure and syllabus preparation.  Fifteen of the twenty-two schools responding to the survey use videotape and critique of graduate student presentations.  Seven of these schools require TAs, TFs, or Als to be trained before they are assigned teaching duties; eleven offer training concurrently with the first teaching assignment; and three offer both pre-service and in-service training.  Four schools specifically require experience as a TA before graduate students are appointed as TFs or Als.










The variety of programs reported indicates there is no single, "best way" to train graduate student instructors.  To be effective, each program should be adapted to differences in institutional settings, resources, faculty interests, and departmental needs.
With the exception of the interdisciplinary program at the University of North Texas, the training programs responding to the national survey can be classified roughly as follows:

(1)	Informal Presemester Discussions With Subsequent Monitoring During the Semester.  No program described here is limited to this format only, but, as mentioned above, one part of the University of Washington's program in sociology uses the format for TA training.  One of the two other schools reporting this type of program indicated that a series of faculty-run luncheon meetings at the beginning of each semester were well attended ("the food brings the Ph.D.'s in every time") and found helpful by the graduate students - particularly when supplemented with videotaping and observation sessions throughout the semester.
(2)	Structured Presemester Discussions Followed by Structured Meetings Throughout the Semester.  The economics abstract from the University of North Carolina at Chapel Hill, history abstract from the University of Southern California, and sociology abstract from the University of Washington describe the basic features of this type of program, which was also reported by five other schools - three in economics, one in history, and one in international service.
(3)	Regularly Scheduled Noncredit Seminars Throughout the Year.  The abstract from Middle Tennessee State University describes the basic features of this type of program, which was also reported by five other schools - two in history, one in labor and industrial relations, and two in sociology.
(4)	Semester-Long Graduate Credit Seminars.  The abstracts from the University of North Carolina at Chapel Hill, economics at Indiana University, and sociology at the University of Washington describe the basic features of this type of program, which also was reported by two other schools - one in geography and one in sociology.


