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Leadership in Higher Education: a longitudinal study of 
leadership for enhancing learning and teaching 

Catherine Mary Anne Irving 

Abstract 

Local level leadership for the enhancement of learning and teaching in higher 
education is an under-researched area in the leadership literature. The growth of the 
‘quality agenda’ in HE over the past 20 years has led to an increase in the number 
and range of local leadership roles. These posts, although not usually requiring the 
exercise of management responsibility, have the potential for considerable influence 
on practice in local academic communities. This study aimed to explore local 
leaders’ experience of their role and to examine the barriers and opportunities they 
faced, in order to determine the optimum conditions for the conduct of this work. The 
study was focused on one regional HEI in NW England, CountyUni.  A subset of data 
was obtained from another HEI, MetroUni, for comparative purposes.  
 
The research design adopted employed an interpretive, ethnographic approach, 
generating qualitative data from 29 interviews and three focus groups over the 
course of six years. The majority of the participants were HE staff in local level 
leadership roles at department or faculty level. Additionally, 8 staff in managerial 
roles were interviewed. Data collection focused on the characteristics and practice of 
local level leadership in the context of learning and teaching. Purposive sampling 
was used to identify participants.  An iterative process was used to generate 
interview questions, so that significant themes could be tested for ‘saturation’ as the 
study progressed. Data was analysed thematically, based on the approaches of 
Grounded Theory. 
 
A model of the features of local leadership at department level was generated from 
the data. The discussion of results incorporated contributions from a number of 
theoretical strands in social science: structuration theory; communities of practice; 
networks; academic culture. The nature of local level leadership was contrasted with 
other extant models of leadership. The findings showed that, although leadership 
was demonstrated by local level leaders, there was a low level of recognition and 
uncertainty of the leadership aspects of these roles, with individuals often feeling that 
they had “responsibility without power”. The importance of leadership for learning 
and teaching at all levels of the institution was identified as critical to the effective 
implementation of local enhancement activities. 
 
It was concluded that local level leadership in this context has characteristics in 
common with leadership elsewhere. The absence of managerial responsibility but 
the presence of significant responsibility for establishing links between local 
academic communities and the policy development tiers of an organisation, provides 
particular challenges. It was shown that success was dependent upon leadership 
and commitment at all levels of the institution. The roles provide valuable experience 
for career development. Opportunities for further avenues of investigation were 
identified. 
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Chapter 1 

Local level leadership – an introduction to the research 

1.1. Introduction 

This research investigates ‘local level leadership’ roles for the enhancement of 

learning and teaching. The longitudinal study is based on 6 years of investigation in 

one University in NW England, CountyUni, and a sub-set of data from a comparator 

Higher Education institution (HEI) in the same region, MetroUni. Local leadership 

roles in higher education (HE) have been established during the last 20 years in 

response to the increased complexity of university organisation, coupled with the rise 

of the “quality agenda” and the consequent increase of external scrutiny on 

universities’ activities. The focus on enhancement – improving teaching and learning 

– has become increasingly significant over the last ten years, with ‘quality 

enhancement’ (QE) replacing, to some extent, the earlier emphasis on ‘quality 

assurance’ (QA), as funding providers (the State) became more confident that quality 

‘systems’ were embedded in institutions, and the relative challenges of a diverse 

student body and new directions for HE provision became more prominent concerns, 

both within and outside the sector. 

 

Local level leadership however, in comparison with the literature on leadership more 

generally, is an under-researched field. Leadership as a concept has been an 

established field in both academic and lay publications, with the character of 

‘leaders’ as individuals always having had both intellectual and popular appeal. 

Research in the field has had a chequered development and like many areas that 

can claim to an allegiance to several disciplines – in this case, predominantly 

business and management, history, psychology and sociology – the epistemology is 

similarly varied. 

 

Leadership in education, however, has some particularities that set it aside from 

leadership more generally, which means that theoretical approaches have to be 

applied with care. Having moved on from ‘trait’ and ‘great man’ theories, through 

‘contingency theories’ and ‘charismatic’ leadership, the literature (for example, Almio-

Metcalf and Alban-Metcalf, 2008; Gardner, Cogliser, Davies and Dickens; 2011) is 
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now favouring approaches based on personal qualities of integrity, honesty and 

humility, combined with an essential regard for context. Equally, the roles of the 

‘leaders of leaders’ and the ‘led’ are recognised as influential in the outcome of 

leadership – for groups and teams to move forward as harmoniously as possible to 

achieve shared ‘vision’ and goals. 

 

Public services, following commercial organisations, have been encouraged by 

funding bodies to embrace leadership development as a central component of 

organisational development. Normally starting with the upper echelons of staff in 

public service departments, leadership ‘practice’ is now a common feature of CPD. 

This is because of its’ pivotal role in leading individuals and organisations through 

change: to enable change to happen effectively and efficiently, individuals need 

motivation, vision and clear direction. For many leadership roles, this also involves 

managing. Here lies the difficulty in university staff embracing ‘leadership’ 

wholeheartedly, particularly amongst ‘front line’ academics. Its association with 

‘management’ can cause some suspicion, although, as this research will argue, 

leadership without managerial responsibility is possible, as the roles that are the 

focus of this study demonstrate. The thesis which this research centres on is the 

nature of these “local leadership roles”. The central argument is that these roles do 

involve leadership and that in order for them to be effective, the leadership involved 

needs to be recognised and supported by leadership at all levels of the institution. 

This argument is developed through the chapters of the thesis which follow. 

 

Box 1, Reflective Commentary 1, p.5, provides the Researcher’s account of how the 

focus of this study arose. As will be seen, like many research questions, the main 

issue of interest – recognition and acceptance of ‘leadership’ in the roles in question 

- arose almost coincidentally from a related, more general investigation about 

leading academic development. Once the related literature had been explored, it was 

clear that an opportunity for some interesting and relatively novel research had 

presented itself. However, as later chapters in this thesis will show, the ‘journey’ of 

this study was not without its challenges, although it eventually provided a slightly 

different but richer and more extensive picture than had originally been planned.  
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The report of this research is divided into nine chapters, with this being the first. 

Appendices provide additional material to support the development of arguments 

presented in the text. 

 

Chapter 2 traces the development of the ‘enhancement agenda’ through which local 

leadership posts for enhancing learning and teaching originated. Commencing with a 

review of the policy agenda in the 1990s and 2000s, both legislation and funding 

mechanisms are reviewed in relation to their impact on HE and in particular, on the 

direction and operation of learning and teaching, which in the prevailing environment 

of accountability, became increasingly influenced by government policy, 

administered through funding mechanisms. It is shown how, at institutional level, this 

led, for heuristic purposes, to two interpretations of ‘enhancement’ of learning and 

teaching.  

 

Chapter 3 is a review of the literature relating to leadership, both generally and 

specific to education. The inclusion of work focused on school level education has 

some relevance to this study, because local leadership as ‘distributed leadership’ 

has been established for some years as an accepted approach to leading and 

managing schools, albeit as a directive from government departments and sector-

specific funding. The paucity of research investigating local level leadership in HE 

will be demonstrated, followed by the identification of research questions. 

 

Chapter 4 sets out and discusses the methodology for the study, showing how the 

design and conduct of the study was matched to the research questions and overall 

aims of the study. Ethical approval, data collection and analysis are also discussed. 

Chapter 5 provides a detailed account of the main site of the study, giving a 

chronological account of how CountyUni developed and changed both before and 

during the period of this research. A related appendix charts how this can be 

mapped on to external and internal quality enhancement (QE) activities and to the 

phases of the research. 

 

Chapters 6, 7 and 8 discuss the findings of the research. Broadly divided into 

‘perceptions of local level leadership’, ‘barriers to local level leadership’ and 

‘development for local level leadership’ they present, in Chapter 6, a synthesis of the 
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research participants’ views on their roles. These, together with the findings reported 

in Chapters 7 and 8, are formulated into a model for leadership, which is 

subsequently critiqued. These findings are concerned with barriers and opportunities 

to local leadership and proposals for developing local leadership. Chapter 8 also 

includes a theoretical discussion about the relevance of a number of conceptual 

areas from social science that impact on findings about the most appropriate context 

for local leadership for enhancement of learning and teaching in HE. Chapter 9 

concludes the thesis. It presents a summary of the main findings, an evaluation of 

the methodology, suggestions for further investigations and implications for practice.  

 

The Researcher has illustrated the thesis with three reflective commentaries. These 

appear in Chapters 1, 5 and 9 and are intended to demonstrate in a less formal style, 

how the research has provided valuable learning and development in the research 

process. 
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Box 1 - Reflective Commentary 1 

 

Rationale for the study – the Researcher’s view 

 

In this first of three reflective commentaries, I provide some insight into the reasons 

why I became interested in the subject of this thesis and how my commitment to 

studying at doctoral level developed. This will contribute to the evaluation of the 

research in Chapter 9 and particularly the part which concerns my role as a 

‘participant researcher’. Firstly, I will describe the link between my professional role 

and the research. Then I will consider some earlier personal and career influences 

that led me to embark on this research at Doctoral level. The second reflective 

commentary in Chapter 5 will consider a particularly demanding episode during the 

conduct of the research. The third commentary will reflect on my development as a 

researcher through  exploration of several challenges and opportunities that the 

research presented. 

  

In 2000, I was appointed as one of the first Faculty-based Learning, Teaching and 

Assessment Co-ordinators (LTAC) at the site of the study. It became evident to me 

fairly quickly that this role provided an opportunity for exercising considerable 

influence in implementing learning and teaching strategy and practice at department 

and faculty level, working with colleagues above the level at which I was employed. 

Heads of Department and the Dean sought my advice on a number of areas such as 

local learning and teaching strategies; peer observation; undergraduate assessment 

regimes. Through a “self-help” network set up by the four LTACs, views were shared 

about the struggles and benefits of the work, with comparisons made between the 

four academic faculties we were supporting. 

 

 At the same time, I was undertaking a post-graduate course with the Open 

University: firstly, in leading professional development (to support my professional 

work) and subsequently in research methods for education. The second module 

required a small research project to be undertaken and so, following my emerging 

interest in the nature of the LTAC role, I focused on that as an example of 

‘leadership’. Somewhat to my surprise, when I collected data for the project, my 
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colleagues did not all share my view that the LTAC role was essentially one of 

leadership, albeit at a ‘local’ level. Also, there was a lack of confidence in two of my 

colleagues about how their role was progressing and evident tension between the 

objectives that we had the responsibility to achieve and the “power” that we had to 

ensure that the objectives were met.  I knew from our on-going discussions that 

there were differences in the ways in which we conducted our work, and in the 

“spheres of influence” we had in our respective academic communities. We also 

experienced some common challenges and barriers. So, the data obtained from my 

interviews with colleagues suggested that there was potential to explore these issues  

and particularly in relation to how colleagues perceived their role. I registered for a 

PhD to enable me to pursue these matters further. 

 

My interest in the process of research must have been kindled at an early age, 

although I am sure that I did not recognise it at the time. I have been fortunate to 

have the opportunity to learn about both quantitative and qualitative research (and of 

the benefits of combining both perspectives). My father was employed at the 

National Physical Laboratory in Teddington, where he spent most of his working life 

maintaining international electrical standards. As a child, I visited “The Lab” regularly 

at weekends, when my father called in to check on his and his colleagues’ 

experiments – looking back, this must have had an impact on my view of research 

and of how knowledge is created.  

 

In my own work, after 15 years of teaching at secondary and further education level 

(where, amongst other subjects, I taught research methods to students on vocational 

health courses) I embarked on Master’s level research in Exercise and Nutrition 

Science.  My dissertation was based on a validation study of a particular brand of 

weighing scales designed to estimate human body fat percentages – physics again! I 

subsequently taught quantitative research methods to undergraduate sports science 

students and supervised taught Master’s level dissertations. Later, I moved into 

Work Based Learning and for the past ten years have worked in academic 

development. This has included teaching research methods on a MA Learning and 

Teaching in HE programme and supervision of pedagogic investigations, principally 

using qualitative methodologies. I have also been involved in the work of several 
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ethics committees, in both science and social science disciplines. Whilst these 

various experiences and learning had familiarised me with much of the language and 

principles of research, I was still unsure of my ability to work at doctoral level and to 

sustain working on a research project over a number of years. 

 

Why study local level leadership? Like many researchers, and particularly those 

contemplating doctoral research alongside a professional career, my interest was 

prompted by personal involvement in the field of study. On reflection, the practice of 

leadership in various forms has been a feature of my life since childhood. I was the 

eldest child in my family; a “sixer” in Brownies; Deputy Head Girl at school; the chair 

of the departmental society at University. Since then, I had volunteered for 

leadership roles both at work and in community activities. I could see these 

characteristics in my fellow ‘local leadership’ colleagues: members of that group of 

staff often referred to as ‘the usual suspects’, who always come along to find out 

about new learning and teaching initiatives and who are often nominated to 

represent their department when change is on the horizon. Finding out more about 

how these colleagues perceived and enacted their role over time would, I felt, create 

useful knowledge and reflection on both the concept of leadership and how it is 

demonstrated in the context of an academic community. As the leadership elements 

of the role were not, apparently, recognised (and, perhaps, accepted) by all my 

colleagues, I was prompted to wonder why this might be and whether recognition of 

leadership at this level was critical or not to the success of their work. The small pilot 

study formed the basis for the research reported here. Over time, as local leadership 

roles at CountyUni and elsewhere became more numerous, the rationale for 

investigating how they were perceived became increasingly evident.  
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Chapter 2 

Enhancement in UK higher education 1992 – 2010: the foundations 
for local level leadership roles 

This chapter focuses on the first of two conceptual areas that underpin the 

emergence of local leadership roles for learning and teaching: the notion of 

‘enhancement’, or ‘quality enhancement’. The other, ‘leadership’, is discussed in 

Chapter Three. By critically exploring the emergence and development of the 

enhancement agenda as a feature of UK HE policy, the Researcher proposes to 

show how the need to foreground and improve academic practice contributed to the 

growth of learning and teaching development roles at a local level. To facilitate 

comparison with the parallel review of the development of leadership theory in 

Chapter Three, this review adopts a broadly chronological approach. The review also 

contributes to the development of the research questions, the theoretical framework, 

and the rationale for the research design of this study. 

 

The chapter commences by considering the context of higher education as it 

developed from the legislation of 1992. This is followed by consideration of the 

notion of ‘enhancement’ and how it has become associated with learning and 

teaching and academic practice on the one hand, and with policy and strategy on the 

other. From this, a review is presented of the principal QE bodies, developments, 

and initiatives established at national level through the 1990s and 2000s. In 

particular, the significance of the Teaching Quality Enhancement Fund (TQEF) 

initiative, the consequential development of institutional and local-level Learning and 

Teaching Strategies (LTSs), and the influence of the ‘Cooke Report’ and the 

deliberations of the Teaching Quality Enhancement Committee are discussed. The 

chapter concludes with an assessment of some of the implications of these 

developments for local-level leadership in learning and teaching. 

2.1. The context of UK higher education post-1992 

The increasing influence of the state 
 

For the most part, today’s emphasis on ‘enhancement’, or ‘quality enhancement’, 

has its roots in the policy developments and legislation of the early 1990s. The 1991 
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Government White Paper, ‘Higher Education: a new framework’ (DES, 1991), and 

the Further and Higher Education Act (HMSO, 1992), established developments that 

would help shape the higher education sector for the following two decades. The 

White Paper recommended, amongst other developments, the removal of the ‘binary 

divide’ between universities and polytechnics. The legislation associated with the 

Further and Higher Education Act established a quality assurance regime for 

assessing teaching and learning within subject disciplines, to be undertaken through 

the funding councils of Scotland, England, and Wales. This was coupled with 

arrangements for the audit of institutions’ quality assurance mechanisms, to be 

conducted by the Higher Education Quality Council (HEQC). Though these 

arrangements were later to be replaced in 1997 by a single quality agency, the 

Quality Assurance Agency for Higher Education (QAA), as far as this research is 

concerned, the significance of these arrangements is that they identified that ‘the 

quality of teaching and learning’ in higher education would become a paramount 

concern for the state in the ensuing decades. 

 

Brown (2004) in his account of the UK experience of quality in higher education, 

pays particular attention to the growing influence of the state, and describes the 

increased regulation of higher education by reference to ‘the evaluative state’, the 

‘regulatory state’, and the emergence of ‘the audit society’ (pp.12 – 19). The ‘quality 

of teaching and learning’ became a growing concern in a situation in which the 

relationship between the state and higher education underwent a sea-change. UK 

higher education became more publicly accountable and HEIs became less self-

regulating and more subject to external scrutiny. At this time, the quality debate was 

more focused on what Newton (2000) referred to as the tension between 

‘accountability’ and ‘improvement’ (emphasis added by Researcher). ‘Enhancement’ 

did not enter the vocabulary of higher education until a little later. It became much 

more commonly used through the activities undertaken under the aegis of the 

HEQC’s Quality Enhancement Group. By the end of the 1990s, it had become part of 

the quality lexicon in UK higher education, both in what might be termed the ‘hard 

quality’ circles of the QAA, and in the ‘soft quality’ discourse of those more closely 

aligned with the educational development and learning and teaching communities.  
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This growth in accountability is linked by leading commentators to the rise of “New 

Managerialism”, an ideology which describes the “considerable deliberate 

organisational and cultural change” that takes place in publicly funded organisations 

as a result of state influence over their operation and management (Deem and 

Brehony, 2005). As Trow (1993; 2004) noted, the UK government appeared to have 

difficulty in “trusting” the HE sector which, in turn, found resisting government 

intervention particularly difficult. As a consequence, this cemented successive 

governments’ efforts to exercise control over institutions’ direction and practice. As 

Middlehurst (1997) observed, accountability “is also potentially threatening to 

institutional development, autonomy and to other traditional values of higher 

education.”  But, as Yorke (1994) noted, this emerging tension between state and 

higher education was not unique to the UK, as governments across the world sought 

to obtain a better return for their investment. 

2.2. The changing context of academic work: ‘leadership’ and 
‘management’ issues 

As these developments unfolded, the context in which academics worked was 

changing. The growth in student numbers, a reduced unit of resource, and less 

funding for educational materials, signalled the arrival of unprecedented resource 

pressures, together with demands for greater efficiency in the delivery of learning 

and teaching. A broader range of student entry meant increased diversification within 

the sector. Accordingly, an increased variety of teaching approaches was required, 

also fuelled by the availability of new technologies that could assist teaching and 

learning. The resource implications of these developments gradually led institutions 

to support pedagogic issues in a more strategic manner (Gibbs, Habeshaw and 

Yorke, 2000). As quality was “becoming a central concern” in higher education 

(Newton, 2000) and the needs of students became more varied, simultaneously, the 

need to establish a dynamic approach to pedagogy was identified. For example, 

Elton and Partington (1993, p.1) in their work ‘Teaching Standards and Excellence in 

Higher Education: developing a culture for quality’, cited the following from a report 

by the Committee of Scottish University Principals:  

“…the status of teaching in higher education must be significantly raised. 
Innovative and high quality teaching must be treated on an equal basis with 
research, so that teaching is seen as a rewarding occupation in terms of 
professional development and promotion”.   
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This, then, was the operating climate in which an emphasis on ‘improving’ or 

‘enhancing’ learning and teaching emerged; a development which grew from the 

1990s into the twenty-first century. But alongside the various manifestations of 

interest in matters relating to the ‘quality of learning and teaching’,  the context of 

academic work and academic practice also changed, with associated implications for 

‘leadership’ and ‘management’. As these changes were happening alongside the 

expectation of greater accountability and exposure to more invasive external 

scrutiny, institutional leadership and management faced new sorts of challenges. 

Indeed, as is argued at the end of this chapter, both ‘quality’ and ‘learning and 

teaching’ increasingly came to be perceived as needing to be ‘managed’ and to 

require leadership, at various levels in institutions.     

2.3. The notion of enhancement    

At its simplest, when reviewing what might be expressed as the ‘career’ of the 

concept of enhancement, it is important to acknowledge that, as Hodgson (2009), 

stated, universities have “always sought to improve the quality of students’ learning 

opportunities, without necessarily using the word ‘enhancement’ ”. Hodgson argues 

that this has been achieved in a number of ways, both through the day-to-day work 

of academic staff with students, through developing academic practice, and also 

through the establishment of units with responsibilities for ‘quality’. Added to this is 

the growth of units with a more specific ‘educational development’ remit. These latter 

developments can be seen to be linked to the changing policy and operating 

environment of higher education, through the 1990s and beyond, as described 

earlier.  

 

These matters are explored further here by proposing a distinction, for heuristic 

purposes, between: 

 ‘Enhancement’ as ‘enhancement of learning and teaching’, and, 

 ‘Enhancement’ as ‘quality enhancement policy and strategy’.  

The former is presented as being integral to academic work and identity: the 

continuous development of teaching to enable students to learn more effectively, 

usually within a disciplinary context. The latter relates to the more formal processes 

that have arisen through the development and implementation of QE policy and 
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strategy, both external and internal, and includes both ‘quality policy’ or ‘quality 

enhancement policy’, and ‘learning and teaching strategy’. This distinction is drawn 

not for the purposes of suggesting two separate paradigms, but as a means of 

highlighting the various influences on ‘enhancement’, and also the ways in which 

‘enhancement’ has been expressed and experienced in higher education for two 

decades.  

2.4. Enhancement as ‘enhancement of learning and teaching’ 

Here enhancement for learning and teaching is focused around academic practice, 

meaning the traditional activities that academic staff consider to be integral to their 

roles as teachers and researchers or scholars. Enhancement through academic 

practice, it could be argued, is a fundamental aspect of the lecturer’s role: the 

process of teaching or supervising research leading to a consideration of how 

learning and new knowledge might be “created” more effectively. This type of 

enhancement, particularly enhancement of learning and teaching, is generally 

supported in UK universities both by national staff development organisations, such 

as the Staff and Educational Development Association (SEDA) and  the Association 

for Learning Development in Higher Education (ALDinHE) and, within universities, 

through the work of Educational Development Units (EDUs).  

 

The latter have been particularly influential in the area of the ‘enhancement of 

learning and teaching’. Gosling (2009) argues that it is difficult to establish which 

individual or combination of factors led to the instigation and growth of EDUs: the 

expansion of HE; reduced government spending per student; funding for specific 

projects; the impact of e-learning technologies; and the rise of the ‘student as a 

consumer’, might all have played a part. McAlpine (2006) suggests that academic 

development emerged in the 1960s and 1970s “as a result of student concern and 

unrest about poor teaching”. However, notwithstanding the original basis for their 

existence, most HEIs have a development unit, covering activities that may include 

generic enhancement; learning and teaching strategy development and 

implementation; e-learning; lecturer training; delivering programmes of study in 

teaching and learning; supporting pedagogic research; and so on. 
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Noting that EDUs were often focused on the needs of individual staff, Lueddeke 

(1997) in his relatively early review of EDU practice, highlighted the value of 

incorporating a focus on departments (Gibbs, 1996) and the inappropriateness of 

identifying an ‘expert’ as a change agent in academic communities. Illustrating his 

argument with reference to Havelock and Zlotolow’s (1995) categories of: catalyst; 

solution giver; process helper and resource linker, he states: 

“Of the four roles, that of solution giver or ‘expert’ is probably the least effective 
in higher education where new developments result most often from critical 
enquiry and the collaboration of peers.” 

 

This is a useful idea to bear in mind when analysing the barriers to local leadership 

identified in this study, and also when considering how that leadership should be 

exercised if change in academic practice is to take place (Chapters 7 and 8). 

As is suggested later in the present chapter, at practitioner level there will be varying 

degrees of awareness of, and responses to, the source of an enhancement initiative. 

Also, as is evidenced elsewhere in this thesis, despite the widespread adoption of 

educational development, engagement with enhancement activities is not always 

accepted. For example, as Cuthbert (2009) has argued, ‘academic practice’ includes 

teaching, learning, research and scholarship. Divisions have developed between 

these aspects, and particularly between research and teaching which have, perhaps, 

contributed to the resistance often found to enhancement activities and to 

“educational development” in particular. Indeed, the research/teaching divide is 

identified in this study as one of the barriers to the work of local leaders in this study, 

particularly where a departmental emphasis is placed on research rather than on 

enhancing teaching. Arguing for a renewal of the concept of “academic freedom” 

Cuthbert suggests that by taking a different approach, progress may be made. This 

dilemma of how to provide for enhancement in a multi-focused HE sector is revisited 

in Chapter 9. 

2.5. Enhancement as ‘quality enhancement policy and strategy’ 

Here, as suggested earlier, enhancement is conceptualised as arising from or as 

associated with the implementation of external and internal policy and strategy, most 

notably ‘quality policy and strategy’ and but also, as the data presented later in this 

study suggests,  ‘learning and teaching strategy’. Each of these is concerned with 

‘quality enhancement’ (QE). 
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As noted at the beginning of this chapter, the rise of “formal” enhancement has its 

origins in the “accountability agenda”. Initiated by the expansion and increased 

public funding of the sector from the 1960s, to support an increase in participation in 

HE, which rose from 6% to 33% by 2001(Bladen and Machin, 2003), there were 

political, financial and moral imperatives to ensure that the investment was 

worthwhile and that funding was,  as far as possible, directed appropriately.  

 

There are two principal policy ‘reference points’ that relate to enhancement as 

‘quality enhancement policy and strategy’. Firstly, the emphasis placed on 

‘enhancement’ (to varying degrees), in the methods of the audit and assessment 

bodies established to oversee quality regulation following the 1992 Act. These are 

outlined briefly below. Secondly, the emphasis placed on enhancement through the 

HEFCE-designated ‘Teaching Quality Enhancement Fund’ (TQEF) and several other 

enhancement policy initiatives that emerged either side of the turn of the century.  

 

The first of these reference points is the various manifestations of the framework for 

quality regulation put in place in English higher education from 1992 to 2010. There 

was a varying degree of emphasis placed directly on ‘enhancement’ in each review 

method. From 1993, Teaching Quality Assessment, carried out under the aegis of 

the HECE Quality Assessment Division, and not well received in the sector, claiming 

as its main benefit that the assessment process had led to universities introducing 

improvements in their teaching (Brown, 2004, p.81). In 1997, responsibility for what 

had by then become Subject Review, passed to the QAA. In the case of each of 

these methods, there was debate as to whether they were essentially about 

accountability rather than improvement and enhancement. Although the HEQC, 

through its Quality Enhancement Group, placed more explicit emphasis on 

‘enhancement’, as Hodgson (2009, p.19) suggests, even the HEQC and QAA 

‘Learning from Audit’ document series “which was a clear attempt to provide 

guidance on enhancement, was viewed sceptically by many academic staff”. Since 

2006, following the earlier discontinuation in higher education of external subject-

level review, the QAA, through its audit methodology, has placed explicit emphasis 

on enhancement, to the extent that institutions undergoing review are now asked to 
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describe the strategy they have in place to support ‘quality enhancement’, with 

reviewers charged with the task of placing this under scrutiny.   

 

The second of the two reference points - that concerning teaching quality 

enhancement initiatives - has a more direct bearing on the focus of the present 

research. For this reason, these national enhancement bodies and initiatives are 

described more fully in the next section of this chapter. As will be shown, following 

the Dearing Report of 1997 a variety of funding streams and initiatives, directed by 

national policy, were established with the aim of improving the quality of teaching 

and learning. Of particular interest is that TQEF policy carried with it the requirement 

for institutional learning and teaching strategies to be developed in order for 

institutions to receive the main TQEF block grant. (After 2010, TQEF was re-

designated as Teaching Enhancement and Student Support, or TESS, the emphasis 

on ‘enhancement’ being retained as a policy driver).  

 

Cuthbert (2009) describes the various initiatives that emerged in this period 

alongside TQEF (e.g. FDTL; LTSN; NTFS; CETLs etc.) as “a series of national 

experiments”, questioning how much is known about the impact of this funding and 

whether the model of funding one-off initiatives is fit for purpose for universities in the 

twenty-first century. Proposing that these initiatives were not planned on the basis of 

a long-term and sustainable strategy for HE, Cuthbert argues that a more coherent 

and context-led approach is needed to meet the needs of the sector and its students. 

It is to these initiatives that the attention of this chapter now turns. 

2.6. National enhancement bodies and initiatives   

In this section, the work and activities of the enhancement bodies that emerged in 

UK higher education from the late 1990s is discussed, along with initiatives designed 

to address enhancement in learning and teaching. Also highlighted are the policy 

debates that took place in relation to learning and teaching and their enhancement in 

the context of the Dearing Review of Higher Education and the Cooke Report on 

quality enhancement. Further, the growing importance of learning and teaching 

strategies, as a feature of institutional management and planning, is also discussed.    
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2.7. Enterprise in Higher Education 

Although this initiative had its beginnings in 1987, Enterprise in Higher Education 

(EHE) is an important illustration of how government policy and funding had begun to 

exert a significant influence on the direction and emphasis of higher education 

teaching strategy. This included an emphasis on curriculum design to develop what 

would later be described as “graduate attributes”. Wisdom (2008) in an article, based 

on an interview with Professor Lewis Elton, identifies Geoffrey Holland, then 

Permanent Secretary at the Department for Employment (DfE), as the major EHE 

policymaker. The EHE funding model was jointly developed by representatives of the 

DfE, HEIs, employers and HE advisers. When the departments of Employment and 

Education were merged in 1992 as a result of a change in policy, the EHE initiative 

was discontinued. However, given that EHE was designed to provide an “external 

facing” aspect to university provision - signifying that, as a recipient of public funding, 

the sector had a responsibility for engaging with the community and society – this 

was an indication of a growing emphasis being placed on the accountability of the 

academy. 

 

This emphasis on accountability, and the changing operating context of higher 

education, can be readily illustrated through the example of the site of this present 

research. CountyUni was one of the institutions that received EHE funding. Linked to 

the DoE through a liaison officer, a member of staff at the institution acted as project 

co-ordinator. Funded activities were relatively loosely based on the notion of 

“enterprise”. All academic departments were encouraged to develop a curriculum 

initiative deemed to be “enterprising”, and community-based projects were 

established, involving students and staff, with commercial organisations whose 

values reflected the mission of CountyUni. The Principal was keen to emulate 

redbrick universities, and also to use the EHE initiative to support change and to 

“flush out” more traditional staff who found the new responsibilities implied for HEIs 

difficult to accept. The funding led to important developments that had lasting 

significance for the institution. With two other local HEIs, a project was set up to 

examine the potential for awarding academic credit for work experience on non-

professional degree courses. In time, this led to the establishment of work based 
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learning or experiential learning framework for all HEFCE-funded undergraduate 

courses at the institution/research site (Major, 2010, personal communication).  

2.8. The Dearing Review 

One of the most significant landmarks in terms of influence on policy in learning and 

teaching and higher education landscape generally, from the late 1990s onwards, 

was the publication of the Dearing Report (NCIHE, 1997). Entitled “Higher Education 

in the Learning Society” it reported on the deliberations of the National Committee of 

Enquiry into Higher Education, chaired by Lord Dearing. Two aspects directly related 

to enhancement policy in UK higher education in the 1990s were initiated by this 

report. First was the recommendation that institutions should develop learning and 

teaching strategies (LTSs): 

 

We recommend that, with immediate effect, all institutions of higher education 
give high priority to developing and implementing learning and teaching 
strategies which focus on the promotion of students’ learning. 

 (p.116).  
 

This will be explored further, below. 

 

Secondly, Dearing recommended that teaching in HE should be “professionalised”, 

with the implication that university teachers should be made more directly 

accountable for the quality of the student experience.  Dearing recommended that all 

teachers in HE should complete an accredited training programme (Trowler and 

Bamber, 2005). The establishment of a professional body was also recommended 

(NCIHE, Section 14.9). Consequently, following Dearing a Planning Group was 

established by the CVCP, chaired by Professor Roger King, to put forward proposals 

to the sector for the establishment of the Institute for Learning and Teaching in HE 

(ILTHE). Interestingly, while the consultation’s proposals for teaching competencies 

proved rather unpopular in the sector (Trowler and Bamber, 2005); as Fanghanel 

(2004) observes, these original competencies were subsequently embedded into the 

curricular requirements for accredited courses. Indeed, more recently, they have 

been built in to the Professional Standards Framework for Teaching and Supporting 

Learning in HE.  
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2.9. TQEF and the emergence of institutional learning and teaching 
strategies 

It was in this immediate post-Dearing environment that, in 1998, the Teaching 

Quality Enhancement Fund (TQEF), administered by HEFCE, was established “to 

enhance the quality of teaching and learning and to raise the status of teaching 

amongst HEIs” (HEFCE, 1998). Reflecting the focus on learning and teaching in its 

1997 Corporate Plan, in 1998 the Funding Council produced its own learning and 

teaching strategy (LTS). A HEFCE Consultation Paper (HEFCE, 1998) listed five 

aims for the funding stream and identified three parallel strands of activity at 

institutional, subject and individual level. Importantly for this present study, TQEF 

was designed to balance the attention hitherto given to research with an increased 

need for a focus on teaching and learning that the rapid expansion of higher 

education was deemed to require. These goals were somewhat political since, 

throughout the life of TQEF (1998-2009) institutions were being “manipulated” 

through government funding, to support particular policy aims, such as widening 

access and participation in HE. 

 

TQEF was introduced into a sector where, traditionally, research was emphasised 

and rewarded, and promotion was mainly granted on the basis of research outputs 

and where, relative to this, teaching lacked status. There was little or no funding for 

development projects in learning and teaching and no national policy for the 

improvement of teaching quality (other than indirectly from QA assessments). 

Moreover, historically, there was a lack of networks, guidance, and scholarly 

publications to support learning and teaching (Gosling, 2004).  

 

From the outset, TQEF funding was designed to provide support for teaching and 

learning development at the main levels of operation within an HEI. In the literature 

on enhancement, it is the subject strand that is often considered first; perhaps to 

reflect the academic community’s natural focus on disciplinary matters. This subject 

strand had two components: the Learning and Teaching Support Network (LTSN) 

and the Fund for the Development of Teaching and Learning (FDTL). As an addition 

to FTDL, and within the Institutional Strand of funding, the National Co-ordination 

Team (NCT) was set up to support and monitor FTDL projects and also to provide 

institutions with advice on developing their learning and teaching strategies.  
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2.10. The ILT and LTSN 

The ILT was launched in June 1999 and became “part of a constellation of bodies 

interacting to ‘maintain’ the higher education system through government 

interventions”* (Fanghanel, 2004). The organisation was not designed to have a 

“gate-keeping” function for entry to the profession of HE teaching but, rather, 

alongside the other enhancement initiatives of this time, to promote respect and 

value for a focus on learning and teaching. Again, as with TQEF, this was also to 

counterbalance the sector’s traditional emphasis on research, and to encourage 

“student centred” approaches to teaching and a focus on the quality of the student 

learning experience. Accredited programmes required HE teachers to adopt a 

reflective approach to their professional practice.  

 

Whilst the ILT was set up as an organisation independent of funding bodies and of 

the QAA, it established strong working links with other enhancement bodies in the 

sector, including the Staff and Educational Development Association (SEDA), the 

Higher Education Staff Development Agency (HESDA), and the LTSN, formed at the 

same time as the ILT. (As will be shown later, the subsequent establishment of the 

Higher Education Academy altered these alliances). Following its establishment, the 

ILT adopted an accreditation process for programmes in teaching and learning in HE 

for new lecturers. This process was based on approaches used by SEDA (Trowler 

and Bamber, 2005). After four years of operation, which included a change of name 

to “ILTHE”, the publication of the ‘Cooke Report’ in 2003 recommended that the ILT 

should be incorporated within the HE Academy.  

 

The LTSN included a network of 24 subject centres, determined by QAA subject 

codes. Each Subject Centre was hosted by HEI and established through a 

competitive bidding process (HEFCE, 1999a). The Centres were to be funded until 

2002, with a further extension planned until 2004, pending a satisfactory evaluation. 

Twenty one were eventually located in England, and one each in Wales, Scotland 

and Northern Ireland. Initially, the Centres were set up to share innovation and good 

practice in teaching, including reference to CIT, rather than to offer support for 

subject based pedagogic research - an aspect of enhancement not identified in the 

original bidding process (Gosling, 2004). The emergence of pedagogic research and 
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evaluation as a valid enhancement activity for the subject centres has been a 

comparatively recent development. The LTSN was complemented by the Generic 

Learning and Teaching Centre (GLTC), whose activities ran alongside the LTSN 

prior to the establishment of the HEA in 2004. The GLTC had three functions: firstly, 

to provide “generic” learning and teaching support to the sector; secondly, to 

disseminate good practice in the use of new learning and teaching methods and 

technologies; and thirdly, to undertake “knowledge brokering” for innovation in 

learning and teaching (HEFCE, 1999a). In common with the ILTHE, the GLTC was 

located at York, alongside a JISC-funded Technologies Centre. The GLTC provided 

management support for the LTSN.  

2.11. The growing importance of Learning and Teaching Strategies 

In 1998, HEFCE commissioned a survey of the extent and nature of institutional 

LTSs “as a necessary precursor to the enactment of its policy decision to allocate a 

component of institutional funding on the basis of the possession of…an institutional 

learning and teaching strategy” (Gibbs, Habeshaw & York, 2000). It is significant 

that, in their report, the authors noted the trend for post-1992 HEIs to set up EDUs, 

in order to support the changes being introduced to traditional teaching approaches, 

and to accommodate both the increased numbers and wider prior learning 

experiences of students, and the delivery of HE within an environment of relatively 

reduced funding. Signifying an element of continuity, it was noted that EHE-funded 

“Enterprise Offices” were sometimes the basis for the EDU, that particular funding 

stream having ceased.  

 

These changes were taking place in the context of the more strategic approach to 

managing HEIs that was emerging across the sector. The latter had been partly 

prompted by the growth of external appraisal and regulation; for example, TQA and 

the Research Assessment Exercise (RAE). Although the emergence of “new 

managerialism” (Deem, 1998) was unpopular, and considered by many to be 

inappropriate for HEIs, aspects of it, such as strategic (i.e. forward) planning were 

becoming a necessity if institutions were to maximise the resource opportunities 

available to them in an increasingly competitive and diverse sector.  
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The LTSs that Gibbs et al reviewed (63 institutions’ related documentation were 

surveyed) demonstrated that there was, at that time, a wide range of approaches 

and degrees of sophistication in use: from strategies that were well-developed, to 

those which were in the early stages of development.  As a relatively recent 

phenomenon, there were only a few LTSs that had been through a cycle of review, 

modification, and evidence of targeted impact. These examples, did, however, give 

the authors the opportunity to identify features of well-developed strategies. For 

example, a PVC role for Learning and Teaching; a LTS “task group” to support 

implementation; a learning resource centre; teaching infrastructure changes; reward 

mechanisms to lead change within departments. This last feature is of particular 

relevance to this study. Again, due to the relatively recent emergence of such 

strategies (85% of those surveyed had been produced within the previous 13 

months) and with, perhaps, a lack of focus for their purpose, the relationship 

between a LTS with other institutional policies varied. From those strategies where 

sufficient evidence was available, the authors identified 4 organisational models: 

devolved; integrated; policy driven, and strategic. Other observations included: the 

extent to which the LTSs had developed out of a process of consultation; the 

components of the strategy; change mechanisms put in place to ensure 

implementation; and differences between institutions. Not surprisingly, the authors 

showed that, on the whole, “new” universities started producing a LTS earlier, 

engaged in fuller consultation, established change mechanisms, and were specific 

about new approaches to teaching that should be adopted, when compared to “old” 

universities (Gibbs et al, 2000). 

 

As a result of this research, the HEFCE provided guidance in September 1999 on 

designing and implementing a TLS prior to HEIs responding to the invitation to apply 

for TQEF funding (HEFCE, 1999b). Written by Gibbs, and “badged” jointly by 

HEFCE and the Open University’s Centre for Higher Education Practice, the guide, 

“Institutional learning and teaching strategies: a guide to good practice” (HEFCE, 

1999c), again reflected Dearing’s recommendation, noted earlier, that institutions 

should develop and implement LTSs.  A number of approaches were suggested for 

supporting the implementation of LTSs. 



22 

2.12. Teaching Quality Enhancement Committee and the Cooke Report 

A further indication of the growing attention being paid to learning and teaching by 

the early years of the new Millennium, both by the sector and its representative 

bodies and by government, was the work of the Teaching Quality Enhancement 

Committee (TQEC). Established in early 2002 by HEFCE, Universities UK (UUK), 

and the Standing Conference of Principals (SCOP), and chaired by Professor Sir 

Ron Cooke, the remit for the Committee’s work was to review the current 

arrangements for supporting quality enhancement in UK HE. Central to this was the 

remit to identify the effectiveness and value for money of this support, particularly in 

relation to the existence of four main organisations in the area, namely, the QAA, 

ILTHE, LTSN and HESDA. (Cooke also explored improvements to the external 

examiner system).  

 

The Committee’s findings, the “Cooke Report”, were published in January 2003, an 

interim report having been made in August 2002 (HEFCE, 2003). Although the report 

was originally focused on provision in England, with Welsh and Scottish funding 

agencies joining as observers, the Committee designed their “vision” with the view 

that it might be equally applicable to the varied contexts in England, Wales, Scotland 

and Northern Ireland. The work of the Committee took place concurrently with 

discussions of a UUK/SCOP group on leadership and management in HE, which led 

to the establishment of the Leadership Foundation for Higher Education (LFHE).  

The Committee’s interim report had advised that a number of radical changes to the 

sector’s enhancement mechanisms would be needed, noting that much of QE 

support was fragmented and that there was a need for clearer articulation of the 

roles and relationships between the main QE organisations. 

 

The report noted that the QAA was to be excluded from its recommendations, 

recognising that its responsibility for QA, whilst becoming more “light touch”, was 

essentially a separate area of responsibility for the sector. Focusing on the learning 

and teaching dimension of QE provision, the Committee recommended that a unitary 

QE organisation, an Academy, should be established. This would serve to address a 

particular weakness of the current arrangements, which provided “reactive” and 

“piecemeal” QE support. The new arrangements would encompass a sector-wide 
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vision for the future of teaching and learning (p.18). The report suggested four 

options for the organisational structure to deliver the new QE agenda: the three 

existing agencies working more closely together; a completely new unitary body 

(which would require the dissolution of all three existing agencies); the existing 

agencies managed by a unitary board; or the formation of two new agencies, should 

the work of all be difficult to integrate. Ultimately, the last option was adopted, with 

LTSN and ILTHE combining to form the Higher Education Academy, and HESDA 

being absorbed into LFHE in 2004. In the report, this option was less favoured: “this 

committee’s view is that leadership and management of learning and teaching 

should be within the remit of the Academy proposed” (p.24). It is interesting to 

speculate, given the focus of this research, whether more support for “local 

leadership” roles would have been established if all three organisations had been 

incorporated into the Academy. 

 

The objective of the Teaching Quality Enhancement Committee was to report on the 

quality of support for enhancing learning and teaching in UK HE. In 2004, following 

the Cooke Report’s recommendations (which were also incorporated into the 

government’s White Paper “The Future of Higher Education” in January 2003, [DfE, 

2003] ), the Higher Education Academy was established, bringing together the work 

of the ILTHE, the LTSN and the TQEF’s National Co-ordination Team. This was to 

rationalise national level support for learning and teaching by creating a single, 

central body for England, Wales, Scotland and Northern Ireland. The Academy, to be 

based at York, where the LTSN and ILTHE already had their offices, was to be jointly 

funded by all four funding agencies. The Academy was “owned” by the sector, 

represented by the two formal representative bodies of UK HE, Universities UK 

(UUK) and GuildHE (formerly SCOP, the Standing Conference of Principals). SEDA 

and HESDA were not included in the new organisation; in SEDA’s case continuing 

as an independent staff development organisation. 

2.13. Higher Education Academy  

Not surprisingly, the new Academy faced challenges in unifying what had been three 

separate organisations and in providing, from its inception, a clear message about its 

purpose and activities. In the case of the ILTHE in particular, the formation of the 

Academy resulted in a change in its status: it was no longer a membership 
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organisation. More than two-thirds of ILT members had declined to participate in the 

vote on whether or not to dissolve the organisation (possibly because it was already 

assumed to be a fait accompli). This apparent disinterest and lack of clarity about 

this aspect of the organisation’s work is a feature that continued to “dog” the 

Academy. Following sector consultation, it established a recognition-based model in 

2007, with all members of the ILTHE becoming “Fellows” of the HEA: a form of 

“professional register”. However, in the meantime, some HEIs developed their own 

recognition schemes for teaching, which has perhaps militated against HEA 

Fellowship becoming the “industry standard” for learning and teaching practitioners.  

 

Although much of the discussion about the formation of the Academy focused on the 

apparent demise of the ILTHE, broader issues were also considered. Roger Brown, 

at the time Vice-Chair of the SCOP, suggested that the main challenge to the 

Academy would be to reconcile the views of academics working within disciplines 

and professional groups, with funding councils’ and governmental objectives (THES, 

14 November, 2003). Another view was that the supposed ownership of the 

Academy by SCOP and UUK was misleading since HEIs were required to subscribe 

to it by the funding councils. The difficulties inherent in combining three organisations 

with different cultures and purposes were recognised and did lead to some 

significant changes in personnel at the executive level of ILTHE, a situation which 

may not have helped develop loyalty to the new Academy. However, to counter 

these difficulties there was considerable support for the continuation of the LTSN 

which, as a discipline-based body, attracted/echoed traditional academic loyalty and 

identity. With an initial and basic aim of unifying support for enhancing learning and 

teaching, the Academy developed its mission “to help institutions, discipline groups 

and all staff to provide the best possible learning experience for their students.” 

(Oakleigh Consulting, 2008, p.4).  

 

Notwithstanding these challenges, the HEA continued to expand its operations and 

range of activities and staff base. In January 2008, a detailed evaluation of the first 3 

years of the Academy’s work was published by Oakleigh Consulting, on behalf of 

HEFCE, HEFCW, SFC, DELNI, GuildHE and UUK (Oakleigh Consulting, 2008). As a 

result of detailed discussions with stakeholders, linked organisations, and with staff, 

a series of 35 recommendations for improving the quality and effectiveness of the 
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Academy’s work were made. Whilst the report was constructively critical, it also 

commended work that was done well. It noted that, whilst many stakeholder 

comments evidenced negative attitudes towards aspects of the Academy’s work, the 

relationship between the Academy and institutions is a reciprocal one, with 

responsibilities on both sides. Equally, the Academy was not operating in a vacuum: 

its effectiveness is to some extent determined by the organisations with whom it 

works. The report noted that: “The Academy is recognised as being unique in the 

world of higher education, and in the words of one consultee, a ‘great experiment 

that deserves to succeed’ ” (p.5). One area that the Academy was not asked to 

explore was the implementation of institutional learning and teaching strategies. This 

is, perhaps, somewhat surprising, given that improving the student learning 

experience is at the core of the Academy’s mission. 

2.14. The CETL initiative  

As the HEA was being established in January 2004, HEFCE published an invitation 

to bid for recurrent and capital funding for Centres of Excellence in Teaching and 

Learning (HEFCE 2004/05). This funding stream (some £300 million) was in addition 

to the formula-based TQEF monies, and was to last for 5 years until 2010. It was 

specifically designed to “reward excellent teaching practice and to invest in that 

practice further (researcher’s italics) in order to increase and deepen its impact”. 

First announced in the Government’s White Paper ‘The future of higher education’ in 

January 2003 (DfE, 2003), the CETL initiative was designed to build on earlier TQEF 

investment “to strengthen the strategic focus on teaching and learning by directing 

funds to centres that reward high teaching standards, promote a scholarly-based and 

forward-looking approach to teaching and learning, and where significant investment 

will lead to further benefits for students, teachers and beyond” (HEFCE, 2004/05).  

 

The competitive bidding took place in two stages during 2004, with 78 CETLs 

funded. Some institutions had more than one CETL and many were established as 

joint ventures between one or more HEIs. Institutions were required to spend the 

capital funding awarded within 2 years; later in the funding period capital funding that 

had not been allocated was distributed to CETLs who had not bid for the maximum 

amount.  
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As a new venture, the CETL initiative presented institutions and HEFCE with a range 

of opportunities and challenges. These included establishing the strategic and 

operational position of the CETL within its host institution; recruiting appropriate staff; 

producing appropriate and sufficient outputs, particularly those that would give 

benefit to the wider HE community; evaluating impact. Five years is not long to 

create a successful enterprise of the type that was envisaged. For a relatively large 

investment (£315m over 5 years) the sector as a whole could reasonably expect to 

benefit as well as the funded institutions. Not surprisingly, some CETLs seem to 

have fared better than others, with institutions having a track record of successfully 

funded projects (such as FDTL) using their experience to advantage. However, the 

criteria for assessment (panel members giving a score of 1 – 4 in six areas) did not 

mention leadership but did include ‘capacity to manage’ (Personal communication, 

2011, panel member). 

2.15. Implications of enhancement developments for local-level 
leadership in learning and teaching 

From the foregoing discussion it can be seen that, during the last fifteen years, HEIs 

have been increasingly influenced by government policy. Additionally, they have had 

access to a variety of funding and academic development opportunities coupled with 

continuous external scrutiny. The resulting involvement of external organisations – 

whether to monitor expenditure on the everyday business of a university, evaluate 

funded project work or to conduct quality reviews – has contributed to the increasing 

complexity of academic work and to the working lives of staff working at all levels. 

Quality reviews in particular, which for many institutions may involve professional 

bodies in addition to the QAA, require local co-ordination, the production of additional 

data, review management and so on. This has led to the creation of a number of new 

roles: review ‘co-ordinators’, institutional ‘facilitators’,  and so on – which, although 

established for specific events, have often become embedded in institutional 

structures as Associate Dean or Deputy Head of Department posts. It is argued here 

that this is because the ‘occasional’ need to demonstrate the quality of provision has 

now become a permanent feature of HE. Similarly, enhancement activity has led to 

the development of new roles at all levels of an institution whose incumbents have 

responsibility for learning and teaching: from PVC, CELT Directors and National 

Teaching Fellows to local co-ordinators for learning and teaching and also, as a sub-
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set of this latter category, technology-enhanced learning. Normally described as 

‘enhancement’, the increased activity to promote teaching and learning is, it is 

argued here, to enable the sector to respond positively to the rapid and continuing 

change in the breadth of its activities and to the increasingly diverse student body. 

 

In order to respond effectively to an environment of continuous change, 

management development for higher education has increasingly focused on 

‘leadership’. As a means of inspiring colleagues (to help them adapt to changing 

circumstances) a focus on leadership, frequently termed ‘academic leadership’ has 

been evident in National and local Teaching Fellowship criteria and increasingly, in 

those for the professorial positions. Similarly, the increased emphasis on policy and 

strategy for learning and teaching has impacted directly on ‘front line academics’ 

(Newton, 2002a) who are working in an increasingly complex environment. The 

learning and teaching ‘terrain’ now includes - in addition to the traditional 

preoccupations of learning, teaching and assessment - employability, widening 

participation, responding to results of student surveys and so on. However, although 

created in parallel with the more senior ‘academic leadership’ roles, the leadership 

aspects of local ‘posts of responsibility’ for learning and teaching have not generally 

been recognised, in spite of the fact that role-holders are involved directly with 

academic colleagues at the ‘chalk face’ of responding to change.  

 

The purpose of the research reported here is therefore, as outlined in Chapter 1, to 

explore the nature of ‘local leadership for the enhancement of learning and teaching’ 

from the perspective of the post-holders, their peers and managers. Chapter 3 will 

explore the concept of ‘leadership’ and identify specific questions related to the 

nature of leadership that is demonstrated in ‘local-level’ work. Later, Chapters 6, 7 

and 8 will link the development of the ‘enhancement agenda’ to local leadership, 

enabling conclusions to be drawn in Chapter 9 about its significance and impact on 

enhancement of learning and teaching. 

 



28 

Chapter 3 

Leadership: a review of the literature 

The second chapter of this thesis traced the development of the quality 

enhancement agenda in UK HE from the early 1990s. It showed that this period of 

time was one of considerable turbulence and change for the sector, with increasing 

‘management’ of HE through government policy, associated with increased levels of 

accountability. At an institutional level, this was manifested in the imposition of 

quality assurance inspections and an increase in internal strategic planning, often in 

response to central government funding initiatives. The development of learning and 

teaching, once the sole preserve of disciplinary communities, also became the focus 

of institutional strategy. It was suggested that the pressure of policy and strategy 

enactment, from an institutional to a local level, impacted significantly on academic 

practice, particularly at practitioner level. Institutions needed to find additional 

mechanisms to support enhancement – change and development in learning and 

teaching - which became increasingly important as the student body diversified and 

technology-enhanced learning became more prominent. 

 

This chapter explores the role of leadership in promoting and supporting change in 

HE. The significance of leadership in the context of change is identified. The chapter 

examines the rationale for, and development of, research into leadership in higher 

education. It commences with a historical overview of research into leadership, 

exploring particular leadership theories and the ‘leadership/management’ debate, 

and then focuses on specific research that has explored leadership in HE and lastly, 

leadership in HE at a local level. The relatively small body of work in this last 

category will be emphasised, together with potential links to literature in other 

contexts. The chapter seeks to identify the commonalities between traditional 

concepts of leadership and leadership at a local level, particularly in relation to 

academic practice in higher education. It concludes by identifying the research 

questions that the study seeks to answer. 

3.1. Introduction 

Leadership research is complex and varied. It originates from a range of disciplines, 

so the epistemological focus of the literatures has influenced the development of 
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knowledge and theory. Thus, the various ways in which the ‘subject’ of leadership 

has been researched and the ways in which ‘leadership’ has been conceptualised is 

not consistent between disciplinary areas. To add to this complexity, there is a vast 

quantity of popular literature about the concept of “leadership”. This has not 

necessarily been underpinned or supported by academic research but has the 

potential to impact on individual and group perceptions of the nature and boundaries 

of leadership practice. Leadership in the context of HE has particular characteristics, 

which relate, amongst other aspects, to the concept of ‘academic leadership’. 

 

Alongside the development of this knowledge, the notion that effective leadership 

can be “taught” through leadership development programmes has led to the dramatic 

growth of “leadership training” for both the private and public sectors and as an 

academic subject, particularly as a component of management programmes.  

3.2. Overview of Leadership Theory 

It is important to differentiate, both in popular texts and in the literature, between the 

study of leaders and that of leadership. Early works from Plato to Machiavelli (for 

example, Machiavelli’s “The Prince”) and on to the first decades of the twentieth 

century, concentrated on the characteristics or “traits” of leaders: “great man” 

theories. This approach attempted to identify the attributes of successful leaders, 

underpinned by the belief that great leaders were born, not ‘made’.  Whilst for the 

general reader, political biographies, such as Robert’s (2003) Hitler and Churchill:  

Secrets of Leadership, continue to explore the leadership styles of influential 

twentieth century leaders, the research literature has, since the 1940s, moved on to 

consider leaders and leadership through the disciplinary lenses of psychology (both 

social and behavioural) and organisational development. In the latter part of the 

twentieth century, interest in leadership in public sector organisations stimulated 

research within the professional disciplines of health and educational management. 

Developments beyond trait theories were initiated by Stogdill (1948): “Personal 

factors associated with leadership: a survey of the literature”, which showed that 

there was little consistency between leaders’ characteristics, either physical or 

psychological (Northhouse, 2007, p.16).  Interestingly, in the discussion, Stogdill 

summarises what much of the succeeding research into leadership discovered:  
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The findings suggest that leadership is not a matter of passive status, or of the 

mere possession of some combination of traits. It appears rather to be a 

working relationship among members of a group, in which the leader acquires 

status through active participation and demonstration of his (sic) capacity for 

carrying co-operative tasks through to completion. Significant aspects of this 

capacity for organising and expediting co-operative effort appear to be 

intelligence, alertness to the needs and motives of others, and insight into 

situations, further reinforced by such habits as responsibility, initiative, 

persistence, and self-confidence.                                                   (p. xx) 

 

Interestingly, although Stogdill was writing over sixty years ago, his conception of 

leadership bears more resemblance to current views of the concept than much of the 

research that was conducted in between. The characteristics that he notes in 

leaders’ capacities would, the Researcher suggests, be appropriate for higher 

education The early studies of ‘leadership behaviours’ which followed were 

undertaken within the discipline of behavioural psychology; those focusing on the 

interaction between leaders and their local environment or context, and the process 

of leadership, originated in organisational development.  

 

Leadership – the practice of being a leader -  is a demanding concept to investigate; 

it is also a “highly contested field of study” (Aasen and Stensaker, 2007).  

Middlehurst (1993) identifies a number of challenges to researching leadership 

including: its links to other social concepts such as power and authority; the fact that 

different disciplinary traditions have impacted on the development of leadership 

theory; the tendency to record leadership in retrospect rather than to explore its 

development; the impact of both behaviours and events, which may be interpreted at 

a subjective rather than at an objective level (p.7). Grint (2005, p.1) uses Gallie’s 

notion of an Essentially Contested Concept to illustrate both the complexity of 

‘leadership studies’ and the difficulty of arriving at a consensus. These, it is argued, 

arise because ‘leaders’ (and leadership) can be understood according to at least four 

perspectives: who they are, what they achieve (and why they choose what to 

achieve), where and how they operate and how they achieve. Whilst acknowledging 

that these bases for exploration may not be mutually exclusive, Grint (2005) uses 

this model for analysing theories within each perspective and to consider in some 

detail, how the theory of networks is valuable in considering the validity of ‘distributed 

leadership’. Both networks and the notion of ‘distributing’ leadership are relevant to 
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this research. Northhouse (2007) noted that there are over 65 classification systems 

for leadership, which define it variously as: the focus of group processes; personality 

perspectives; acts and behaviours; a transformational process; a collection of skills; 

related to the power relationships between leaders and followers (p.2). Ford and 

Harding (2007) note the lack of consensus on leadership definitions: a view 

supported by Beare, Caldwell and Millikan (1993, p.142) and Middlehurst (1993). 

 

Apart from formal research into leadership theories, it is also important to consider 

the lay understandings of the concept, as these are significant influences on 

“everyday” interpretations of what leadership involves, including the perspectives of 

academic staff who may not be familiar with the literature. Leadership is conceived 

as being in control, having power and influence over others; and is frequently 

associated with a managerial role. Alternatively, (and perhaps more appropriately), 

management could be seen as part of leadership. Leadership is, however, also 

demonstrated in “informal” settings: putting across the views of a community group; 

taking charge of a development; helping in a crisis. There are situations where 

leadership is temporary or moves from individual to individual. Middlehurst (1993) 

summarises ‘popular images’ of leadership as being an active process; as a role or 

function or as symbolic – as in power or representation (p.11). Usually, the exercise 

of leadership involves a combination of one or more of these images. Importantly, 

possession of a leadership ‘role’ does not guarantee successful leadership; it needs 

to be supported by appropriate behavioural characteristics. This lends support to 

conceptions of leadership that take account of context, social interaction, personal 

qualities and values. 

 

The following text explores the development of leadership theory in more detail, to 

demonstrate the origins of current research in the area and in particular, research 

into leadership in the area of education. As outlined earlier, research into human 

relations, developed during the 1940s, led to initial investigations into behavioural 

aspects of leadership. These explored the ways in which leaders led, rather than the 

personality characteristics they displayed. This approach included a number of 

famous studies, such as the ‘Ohio State Leadership Studies’ and the ‘Michigan 

Studies’, both of which identified the significance of informal as well as formal 

leadership roles, and the difference between ‘peer and managerial leadership 
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behaviour’ (Middlehurst, 2003, p.15). This demonstrated that in groups, the 

leadership function can be conducted by a member as well as by the formal leader. 

Northouse (2007) cites the work of Stogdill (1950, p.4) who defined leadership as 

‘the process of influencing the activities of an organised group towards goal setting’ 

(which in more recent work, might be referred to as recognising and working towards 

a ‘vision’), acknowledging that those without formal authority may also exercise 

leadership. This, as will be seen, is one of the principles of Distributed Leadership, 

much favoured in UK school leadership research and practice. 

 

The next major wave of research explored the relationship between the context and 

leadership approaches, leading to the development of “contingency” theories which 

recognised the interplay between the leader and the situation in which they lead (for 

example, Hersey and Blanchard, 1982). This particular theory posits that leaders 

vary their behaviour according to the professional and psychological ‘maturity’ of 

their followers. Middlehurst (2003, p.23) notes the significance of the need for 

flexibility in leading individuals and work activities. Beare et al  (1993) identify 

leadership as “concern for accomplishing the tasks of the organisation and a concern 

for the relationships amongst the people in it” (p.144), again identifying a shift to 

concern with “followers” as much as leaders. Feidler’s work in the 1970s illustrated 

the emerging concern with context as an influencing factor on leadership 

approaches, recognising the need to ‘match’ leaders to situations, to achieve optimal 

organisational effectiveness and performance (Middlehurst, 1993, p.21). These 

conceptual frameworks, as examples of the many theories available, presented a 

more sophisticated analysis of the term than earlier work.  

 

Contingency theories were followed by those of ‘managerial’ or ‘transactional’ 

leadership, where the focus of the leader’s activity is to maintain the ‘status quo’ in 

an organisation, reinforcing ‘followers’ behaviour when it meets organisational 

objectives, as interpreted by the leader. The oil crisis of the 1970s and 1980s 

focused attention initially in private organisations and later in public services, on the 

importance of efficiency and effective response to change. ‘Maintaining order’ as in 

transactional models of leadership was no longer sufficient: a new approach was 

required.  
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In ‘transformational leadership’ (Burns, 1978), a vision for the future of the 

organisation is articulated (providing a rationale for, and motivation to accept, 

change amongst ‘followers’) and communicated with charisma and passion. 

However, as Bass (1985; 1998) noted, leaders still need to be transactional at times; 

achieving a balance is important. Studies of leadership at this time tended to focus 

on CEOs and senior managers; mostly white males. Gronn (1995) notes that these 

to an extent harked back to the ‘great man’ theories; it was also noted that the 

growing feminist literature in management (e.g., Marshall, 1984) was largely ignored. 

The focus on “heroic” leaders at organisational level was paralleled by studies into 

charismatic and transformational leadership: Conger and Hunt (1999) described this 

as a “remarkable flowering of interest”. Shamir and Howells (1999) noted that 

charismatic leadership can occur at both higher and lower organisational levels, 

although it is more likely to be demonstrated in senior roles. Where “nearby” 

charismatic leadership is demonstrated (for example, in line managers at operational 

levels of an organisation), it tends to be achieved through role modelling, developing 

group identity and expressing confidence in team members’ abilities. Conger and 

Hunt (1999) argued that environments undergoing significant change are more 

conducive to charismatic leadership and to a dyadic situation (i.e., small groups) 

rather than at medium group/department or organisational level. Yukl (1999) noted a 

degree of incompatibility between the two models: transformational leadership, 

where responsibility for decision making is shared, necessarily involves a diminution 

of the sole “charismatic” leader role. These models of leadership took less account of 

contextual influences, a valuable aspect of the earlier contingency theories. 

Charismatic and transformational leadership theories are referred to as ‘new 

paradigm’ or ‘new leadership’, due to the shift in research that took place at this time. 

Disillusioned with “trait” theories, which were proving difficult to correlate (Hunt, 

1999), existing and new researchers pursued these new areas, including 

perspectives from the social and political sciences and thus widening the 

philosophical base on which theory was based.  

 

However, despite the enthusiasm that this approach gave to researchers, the pre-

eminence of new paradigm leadership was short-lived.  As with the earlier “great 

man” theories, the charismatic model was based on data about leaders who were 

successful in bringing their organisation through periods of significant change to 
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institutions experiencing a period of relative stability. This limited the generalisability 

of the findings to other organisational levels. Furthermore, the utility of “new 

paradigm” leadership was seriously brought into doubt by the Enron crisis of the late 

1990s. Scholars and popular writers on leadership recognised the dangers inherent 

in a “heroic” leadership model. Terms such as “toxic” and “destructive” leadership 

came into the language of leadership research. This led to work where the 

significance of personal characteristics such as humility were recognised in 

successful leaders, coupled with a new focus on the need to promote employee 

engagement and to research leadership through the experiences of those who were 

led. The importance of developing a positive attitude at local level when supporting 

organisations through change, was initially termed ‘nearby’ transformational 

leadership and later “engaging leadership” (Almio-Metcalf and Alban-Metcalfe, 2008, 

p.11). The model of ‘engaging leadership’ has a focus on serving (rather than 

heroism) and on “developing others to display leadership themselves”. Furthermore, 

it emphasises the values of team-working, sharing ideas, debate with the leader 

playing a key role in promoting learning amongst the group (p.12). Bush (2007) 

commented that as managerial approaches to leadership became “discredited” so 

value-driven concepts increased in popularity, including the concept of authentic 

leadership (Avolio and Gardner, 2005). 

 

Another approach to leadership that became more prominent as a result of the 

dissatisfaction with ‘heroic’ models is distributed leadership. Early studies in this area 

were published in the 1950s and 1960s (Gronn, 2008) but not pursued until the 

shortcomings of ‘heroic’ leadership were identified. The term ‘distributed leadership’ 

is interpreted in several ways (Harris, 2008), reflecting the relatively wide disciplinary 

base through which it has been investigated. The essence of the concept is that 

leadership is devolved from the centre or top of an organisation, sometimes to where 

‘front line’ activity takes place. Leadership is seen as “a fluid or emergent property” 

(Harris, 2008) with individuals taking turns to lead, dependent upon the context and 

situation. Distributed leadership recognises that many individuals in an organisation 

are capable of leading, although the number who do so is limited. Similarities exist 

with ‘shared’, ‘collaborative’, ‘democratic’ and ‘participative’ leadership concepts. 

Distributed leadership has been promoted in both school and higher education 

practice; these applications will be explored later in this chapter. Another concept 
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that gained favour, initially developed from observations on the practice of leadership 

in the workplace rather than in the research literature, is Greenleaf’s concept of 

servant leadership (1970). This incorporates a strong ethical dimension, presenting 

servant-leaders as those whose inclination is to serve first and then who consciously 

plan to lead, keeping the needs of their followers as their primary concern 

(Greenleaf, 1970, in Frick and Spears, 1996, pp. 1-2). As Spears (2005) noted, 

Greenleaf’s work has developed alongside that of other workers in the field of 

management and organisational development (for example, Senge’s “The Fifth 

Discipline”, 2006) who were looking for new and more effective ways of improving 

organisations. The notion of having guardianship of one’s discipline, for example, 

would be an application of these ideas to an HE context. 

 

It is important to consider why research into leaders and leadership has been so 

extensive, albeit, as Bryman (2004) noted, that in the 1980s it was felt that the 

investment had not yielded the knowledge and understanding of organisational 

behaviour that might have been expected. Ford and Harding (2007) note that despite 

the ‘phenomenal’ number of articles published on leadership in recent decades, 

there is an absence of critical analysis in much of the literature. It is suggested that 

this arises from the managerialist perspective from which much of the work is written: 

it is directed towards improving leadership ‘performance’ and therefore, 

organisational effectiveness. This assumes, of course, a direct link between 

leadership at the ‘top’ of an organisation and operational outcomes. A more 

acceptable rationale is, perhaps, the link between leadership at all levels and the 

effective management of change, a significant concern for commercial and later, 

public enterprises in the second half of the twentieth century. As DeChurch, Hiller, 

Murase, Doty and Salas (2010) argue: “Leadership in organisations is an inherently 

multilevel phenomenon”. 

 

Not surprisingly, the ‘broad church’ of leadership research lends itself to critical 

reviews of the literature. Ford and Harding (2007) support Alvesson and Willmot’s 

(2003) approach to leadership research from the perspective of Critical Theory and 

Critical Management Studies: a stance that seeks to challenge ‘the legitimacy and 

efficacy of established patterns of thinking and action’ (p.1).  This is counter to the 

view expressed by Dennis, Langley and Rouleau (2010) that “each wave of studies 
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has enriched understanding of the phenomenon”. Consensus about the best 

methodological and disciplinary approach to leadership research still alludes the 

field.  A further perspective to consider is the relative benefits of pure and applied 

research. Middlehurst (2009) argues that whilst the development of rigorous theory is 

intellectually satisfactory, applied research may be more relevant to the “real world”. 

 

Bryman’s (2004) review of qualitative research into leadership identifies 

methodological issues that impact on the way in which knowledge of leadership has 

developed. Noting the view held by researchers in the 1970s and 1980s that 

research into leadership appeared to be having little impact on the understanding of 

organisational behaviour, Bryman then considers the increased diversity of studies 

around the turn of the twentieth century and the increased contribution made by 

qualitative studies. He observes that earlier knowledge has largely emerged from 

quantitative research and is linked to the disciplinary influence of psychology, where 

research is often experimental in nature. Thus the key works such as the Ohio 

Studies and Feidler’s work are “more or less defined by the questionnaires that lay at 

their heart”.  Bryman argues that one of the reasons for improved confidence in the 

field is the greater methodological diversity employed in leadership research and, in 

particular, the employment of qualitative approaches. The influence of discipline on 

choice of research methodology and the consequent nature of the knowledge 

produced, will be returned to later in the Methodology chapter. 

3.3. Leadership in education 

Fullan (2001) argues that: “Leadership in business and education increasingly have 

more in common….they must both become learning organisations or they will fail to 

survive.” (p.vii). This illustrates the rationale for research into leadership in education: 

the need to respond effectively to complex and rapid change. Oduro (2004) notes 

that both researchers and policy makers have identified leadership as an 

“indispensable coping strategy” in the face of changing government policy and an 

increasingly competitive market. In school education research, more recent work has 

explored the impact of leadership on improved student outcomes as distinct from 

effective management of change. As Heck and Hallinger (2010) identify, there is a 

difference between leadership being central to bringing about organisational change 

and “exploring the means by which leadership contributes to change in performance 



37 

outcomes” (p.867), for example, improvements in student performance. Martin, 

Trigwell, Prosser and Ramsden (2003) and Ramsden, Prosser, Trigwell and Martin 

(2007) suggest that in higher education, particularly for heads of department, there is 

a “direct relationship” between their work in developing a “collegial commitment” to 

teaching and learning, and thus a positive impact on student outcomes. Robinson 

(2008; 2010) amplifies this argument by suggesting that where academic leaders 

focus on relationship building, and on their own work and learning, the greater they 

influence student learning.  

 

Research into leadership in education has mirrored the methodological styles of that 

conducted in the commercial sector: an initial preponderance of quantitative studies, 

with qualitative work a relatively recent phenomenon. In school education, the study 

of leadership is more extensive than in higher education, reflecting the earlier 

recognition of its significance in ‘school improvement’. Whilst this permits meta-

analyses to be conducted (for example, Robinson’s  2008 study on the impact of 

leadership types), it does not necessarily reveal the detail of “participants’ 

perceptions and actions” through which leadership practice can be explored 

(Margolis and Deuel, 2011). In both the UK and the US, a focus on “heroic” 

leadership has been replaced by distributed leadership as the most appropriate 

model for schools, although elements of the former approach can be seen in those 

who are appointed to ‘turn round’ failing schools. However, as a rule, distributed 

leadership provides for shared responsibility at a time when change is so extensive 

that it is no longer effective for a single head-teacher to manage the complexities 

involved (Oduro, 2004): a consideration for increasingly busy academic departments 

in universities, too. 

3.4. Leadership in Higher Education 

The significance of leadership for higher education is generally accepted to have 

emerged from the rise of “new managerialism” (Deem, 1998): a change from 

collegial decision-making to more formalised management processes with 

similarities to those practiced in commerce and industry, mirroring the rise of public 

accountability. Middlehurst, Goreham and Woodfield (2009) note the impact of the 

“New Public Management” movement: the government’s drive to reform the public 

sector which identified leadership development as a major tool for achieving its aims. 
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Kolsaker (2002) discusses how these new forms of managerial control in HE have 

replaced collegial approaches to institutional regulation, an issue explored in detail 

by McNay’s (1995) work on university cultures. Kolsaker argues that collegiality – 

agreement to change between groups of individual acadamics – is an important 

factor in effective governance, although as McRoy and Gibbs (2009) note, collegiality 

can also be a significant barrier to change. Spendlove (2007), in commenting on the 

observation that leading academics is like “herding cats”, notes that this also reflects 

one of the strengths of traditional university organisation: “...the independent thought, 

creativity and autonomy of the people who work in them.”  Dearlove (1995) noted 

how the government funding of HE had impacted on the traditional autonomy of 

academic work, arguing that the associated centralised “management arrangements” 

were blocking institutions’ ability to respond to change and that this would require the 

development of “visionary ‘trusting’ leaders…to secure agreement and commitment 

to new developments and new ways of working.”  However, Bolden, Petrov, Gosling 

and Bryman (2009) argue that “new managerialism”, through a focus on leadership, 

is seeking to moderate the traditional collegial approaches to decision making in HE.  

 

Middlehurst (1997) identified the need for leadership at several levels (including 

programme leaders) in HEIs if the sector was to engage in the ‘reinvention’ required 

of higher education at that time, suggesting that the sector would decline “if 

leadership is not forthcoming or fails to engage people in a large-scale change 

agenda”.  Middlehurst cites, amongst other changes to be responded to, government 

policy (for example, influencing funding and student numbers), the culture of quality 

improvement and the need for organisational change to make institutions more 

responsive to their external environment.  Hannan and Silver (2009) describe these 

changes as “directed innovations” (p.8). The role of leadership is to serve two 

purposes: to initiate and support change at a contextual level and from a ‘person-

centred’ perspective, to respond to the ‘disturbing’ effects of change, such as 

instability and uncertainty. Thus, the role of leadership is crucial to managing the 

“messiness” of higher education (Newton, 2002b) as well as to enhance practice and 

promote an on-going culture of change. Aasen and Stensaker (2007) see the 

significance of leaders in the decision-making process, suggesting that their 

importance is as “co-ordinators and coalition builders” within organisational 

structures. Middlehurst (1997) identifies the lack of investment in leadership 
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development in UK HE, compared to US, Australia and Canada, suggesting that the 

lack of attention to this would be detrimental. Fullan (2003) noted that leaders are 

needed who will be “adept at working with the policies, practices and associated 

interaction that will evolve” (p.92), identifying the need for leadership at 

implementation level with practitioners. 

 

To support the development of leadership capability, HE as well as other public 

sector groups established “leadership academies”. The Leadership Foundation for 

Higher Education (LFHE) was developed through a strategic framework initiated by 

Universities UK and SCOP at their annual conference in 2001 and endorsed by the 

January 2003 White Paper The Future of Higher Education (UUK, 2003). £10 million 

was set aside by the four UK HE funding bodies for the first three years of the 

Foundation’s development (HEFCE, 2010). 

 

The public sector leadership development organisations joined together as the 

‘Public Service Leadership Alliance’ with the risk, as Middlehurst, Goreham and 

Woodfield (2009) identified, that leadership and its development would be politicised 

and directed towards centrally imposed approaches.  Within the Alliance, only the 

Leadership Foundation for Higher Education (LFHE) and the National College for 

School Leadership included a research function; the authors argue that this was to 

mediate the risks of politicisation. However, examination of the approaches taken to 

leadership development by LFHE suggests a degree of similarity in approaches and 

models to other public services, particularly in the compulsory education sector, 

which has a longer history of external management by government. This is 

evidenced by, for example, the National College for School Leadership (NCSL) being 

re-named National College for Leadership in Schools and Children’s Services, to 

reflect changes in government policy and departmental organisation. More 

significantly, the National College’s status has been altered from being a non-

departmental public body to an executive agency of the Department for Education 

and Children’s Services, unlike the LFHE, which still retains its original status. The 

interim evaluation of the LFHE, published in 2006, notes its collaboration with the 

Higher Education Academy (HEA) and that both organisations will continue to work 

with senior and middle managers. Whilst the HEA’s interest is in developing 

“academic leadership”, the LFHE focuses on this group because this is where “future 
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HE leaders” will emerge. The evaluation also notes how development for these 

groups of managers (and those in service departments) is crucial (HEFCE, 2006). 

 

In providing a rationale for the research focus of LFHE, Middlehurst et al. (2009) 

argue that leadership in the HE sector may have particular characteristics and 

modes of operation that are worthy of specific investigation, although noting that this 

is contested, particularly when earlier HE leadership research in other developed 

countries is examined. However, the authors note that in all public service contexts, 

the impact of context on leadership needs further investigation, as this is an under-

researched aspect of the literature. Within HE, the complexity of institutions, 

including the impact of ‘academic tribes and territories’ (Becher and Trowler, 2001) 

and the number of professional staff who hold “hybrid” roles (Whitchurch, 2008), 

means that the exercise of leadership is not straightforward. The variety of social 

(contextual) arrangements within universities and the comparatively recent shift from 

being self-governing collegial institutions to politically and strategically managed 

organisations (researcher’s emphasis) suggests that, unlike commercial enterprises 

where work has traditionally been managed at all levels, there are likely to be both 

tensions and opportunities at all levels to both challenge and support change. 

 

What then, characterises leadership in HE contexts? Osseo-Asare, Longbottom and 

Murphy (2005) note that Norvak (2002) suggests it involves a “personal and 

professional ethical relationship between those in leadership positions and their 

subordinate staff” and that is necessary to draw out their potential. Whilst echoing 

other authors’ emphasis on values and professionalism, this view is counter to those 

who see HE leadership as different to (although a complimentary part of) managerial 

activity (Middlehurst, 1991, p.10) and, of particular relevance to the research in this 

thesis, that it can be practised separately from a managerial role. This of course, 

relates to the significance of differences between management and leadership per 

se. Bush (2008) identifies the value of Cuban’s (1988) distinctions between the two: 

leadership is linked with supporting change whilst management is essentially 

involved as a “maintenance” activity.  Jameson (2008), in exploring leadership in the 

post-compulsory sector, quotes Silver (2005): “…we define ‘management’ as getting 

things done through, with, and by others and ‘leadership’ is [as] ‘developing the 
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capacity to win hearts’ ” (Personal communication: interview with Dame Ruth Silver, 

2005).  

 

Jameson notes the significance of the social, ethical and emotional links between 

leadership and professionalism, particularly in a climate where ‘new public 

management’ has emphasised efficiency gains over traditional public sector 

professional values and ethics. The ethical responsibilities of leadership are also 

reflected in the concept of “authentic leadership” (Begley, 2007, p.163) writing about 

school leadership): “a metaphor for professionally effective, ethically sound and 

consciously reflective practices in educational administration”. Returning to 

leadership in HE, Middlehurst (1991, p.3) also notes that leadership is a ‘contingent 

construct’, that is, it is linked to a both a context and a constituency. In a more recent 

presentation, Middlehurst [n.d.] identifies that university leadership has multiple 

roles: organisational, political, professional, team, thought and collaborative 

leadership. This is paralleled by a set of ‘multiple expectations’ including the paradox 

of both challenging the status quo and maintaining stability.  

 

Mercer (2009) notes that the output of research into leadership from the National 

College of School Leadership (NCSL) is much greater than that of LFHE, perhaps 

because of a greater investment in leadership development at all levels in this sector 

when compared to that in HE. The conceptual approaches taken to school 

leadership research have tended to mirror those current in contemporaneous 

leadership literature in other disciplines.  Hartley (2010) notes that earlier work 

focusing on transformational leadership in education has been replaced by a focus 

on distributed leadership, despite the limitation that this field of leadership research 

has, of so far, ignoring organisational theory and its paradigmatic position. 

Notwithstanding this problem, and the associated difficulty of the meaning of 

‘distributed leadership’ being confused and ambiguous (Mayrowetz, 2008), the 

majority of research into school leadership over the past decade has employed this 

concept. Indeed, the NCSL has used distributed leadership as a major focus for its 

research and practice recommendations (NCSL, 2004). This is emphasised in the 

focus of research reports such as “Everyone a leader (NCSL, 2008). Fredua-

Kwarteng (2007) in a review of Wood’s (2005) “Democratic leadership in education” 

notes Wood’s comment that because leaders working below the ‘apex’ of an 
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organisation also support change, provide vision and contribute to success, so 

distributed leadership “gives an impetus to opening the boundaries of leadership 

beyond those in formal leadership positions”. Heck and Hallinger (2010) suggest that 

only recently has empirical research begun to explore whether leadership has 

affected changes in performance outcomes or improves the performance of 

students. 

 

Spillaine (2006) suggests that the difficulties in defining distributed leadership can be 

overcome by describing how it is evidenced in practice. He argues that “leadership 

practice is distributed in the interactions of school leaders, followers and their 

situation”. In school contexts, distributed leadership tends to refer to the process 

through which responsibility for initiating and supporting change is delegated to 

teachers within a school, often for a temporary period. It thus fulfils more than one 

function: not only managing change and sharing the leadership burden but also 

providing opportunities for learning to lead. The importance of building capacity and 

succession planning for leadership has been a major focus of development in the 

school sector in recent years, reflecting both the contention that good leadership is 

highly significant for school effectiveness (for example, Muijs and Harris, 2007) and 

also the need for more teachers to take on formal leadership roles, particularly at the 

level of headship. Indeed, preparation for headship in schools now includes 

compulsory leadership training and qualification, although this may be interpreted as 

a political move. As Wright argued (cited in Taylor, 2007, p.561) this approach 

emphasised skills-related training for head-teachers so was ‘not really leadership’ 

(p.561), since it was designed to enhance ‘managerialism and technocracy’, echoing 

concerns expressed for the HE sector by Deem (1998).  Muijs and Harris (2007) 

discuss “teacher leadership” which they suggest is linked to distributed leadership 

through its principle of individual teachers taking on leadership roles. The authors 

note that the “rotational” sharing of leadership roles in schools has considerable 

potential for school improvement because of the way in which it promotes 

collaborative work between staff, all of whom may take on ‘local’ leadership roles 

over time. This supports the notion that leadership skills and approaches can be 

developed, and confirms the significance of collegial communities. 
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In HE, however, the applicability of distributed leadership is more contested, 

although it has been “embraced” (Petrov, Bolden and Gosling, 2006). As these 

authors argue, there is difficulty in clarifying how power and accountability is 

distributed within the dispersal of activity. Gill (2008) comments on work by Gosling, 

Bolding and Petrov (subsequently published in 2009) which suggests distributed 

leadership may have been advocated in HE to disguise a lack of consultation and 

that its main use is as a powerful “rhetorical device”, with actual decision making 

taking place elsewhere in the organisation. In a 2008 LFHE review of research into 

how leadership in HE can be distributed effectively, the term “collective leadership” is 

used (Bolden, Petrov and Gosling, 2008). In their recommendations for further 

investigations, the authors argue for, amongst other things, work that identifies and 

recognises the contribution of staff in ‘partially recognised’ leadership roles and also 

the contribution of informal structures and networks that support the functioning of 

universities, to the ‘dynamics of leadership, influence and power across the system’. 

Ford (2010) argues that the need for effective leadership has been accepted without 

questioning and that research should be more critical, reflexive and take greater 

account of “situations, events, institutions, ideas, social practices and processes”. 

3.5. ‘Local level’ leadership 

In both schools and HE, research into informal and ‘sub-managerial’ leadership roles 

is limited. Mercer (2009) comments that “new managerialism” research has tended 

to group together staff working at below Head of Department level, and that the role 

of the HE programme leader or project co-ordinator has been largely ignored.  

Research into the leadership aspects of Head of Department roles in HE now has a 

relatively substantial body of literature (see, for example, Gibbs, 2009). The 

significance of departmental level leadership has been recognised at national level 

by the LFHE’s specific programme for staff working at this level; more recently this 

has been extended to a programme for “leading teaching teams” (LFHE, 2010): 

programme and module leaders.  

 

This level of leadership is often referred to as “academic leadership”: an area that is 

developing a linked but specific place in the literature, due to its relationship with 

leadership for learning, teaching and research and by extension, the impact of this 

level of leadership on student outcomes and enhancement. However, as Vilkinas, 
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Leask and Rogers (2007) argue, this literature has tended to focus on those with 

formal authority and power, rather than those who have local co-ordinating roles in 

learning and teaching. Rowley (1997) argues that the concept is specific to HE, 

suggesting that leadership in this context “extends beyond the organisation into the 

wider world that higher education seeks to serve”. Rowley and Sherman (2003) 

identify the variety of levels of academic leadership, from department to institutional 

level. They comment on the particular case of short-term leadership, where an 

individual may have responsibility for both departmental management and academic 

leadership for a limited period of time. This poses particular challenges, as those in 

rotational posts need to bear in mind their need to re-integrate into the ‘community of 

scholars’ that they had temporarily left. The authors argue that this will make it more 

likely that ‘temporary’ leaders adopt a “highly collegial” style of management. Hill 

(2010), in a reflective account of being seconded to lead a faculty-based HEFCE 

project, considers that there is a managerial aspect to academic leadership in this 

context. However, he argues that change can often take place by “leaving people 

alone” to develop initiatives autonomously, once the leader has communicated and 

established an appropriate environment. Hill also notes the significance of trust as a 

factor in motivation.  

 

Research into informal and ‘local’ level leadership, that is, below that of head of 

department, is still in its relative infancy, in spite of being identified as important for at 

least two decades. In “The role of the course leader” Bradley, Brennan and Little 

(1992) found that these individuals regard academic leadership as the primary aim of 

their role. Developing members of the course team and supporting change to 

enhance practice are significant aspects of this work (p.3). Claydon (1996) found that 

course leaders “perceive that they have responsibility without power” (p.77), a 

comment echoed in other studies. More recently, Ball (2007) explored leadership in 

research teams, arguing that “little is known about the existence and nature of 

unofficial leadership”, noting that this could be a significant factor in particular 

contexts. Blackmore and Kandiko (2009) investigated leadership of interdisciplinary 

research teams, noting that the leaders they interviewed usually had no formal 

authority and needed to have an appreciation of group and cultural issues, and an 

understanding of ‘academic motivation’ in order to create collegial communities. 

Lawler and Ziegenfuss (2010) use the title “Leadership from the ranks: the missing 
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piece for academic development” to illustrate this situation. Blackmore, Dales, Law 

and Yates (2007) published research that explored the roles of course and module 

leaders in HE departments, and identified that the leadership elements of these roles 

were generally poorly supported. Additionally, the academic leadership aspects of 

the role were ‘generally perceived as difficult and complex’. Interestingly, some, but 

not all participants perceived that their role was a vehicle for demonstrating their 

leadership capabilities. Milburn (2010) explores the role of programme directors as 

academic leaders, noting the importance of effective leadership during periods of 

significant change and the value of programme leaders for translating institutional 

policy into an “inspirational learning experience”. It appears that in Australia, both 

research and practice into ‘local level leadership’ is further advanced than in the UK, 

with the term “academic leadership” being used to describe leadership at module or 

programme level and supported by training programmes delivered on-line at national 

level (Vilkinas, Leask and Ladyshewsky, 2009).  

 

In addition to programme and module leaders – “leaders in the classroom”, 

Professors, Teaching Fellows and project leaders in national initiatives such as 

HEFCE’s Centres for Excellence in Teaching and Learning and the HEA/LFHE-

sponsored Change Academy programme have leadership as a central theme. 

MacFarlane (2008) investigated professorial leadership, commenting that these roles 

provide an example of informal, distributed leadership. Noonan and Redmond (2007) 

identify teaching fellowships as having the intention to “prepare teachers for 

leadership roles”, perhaps missing the local leadership opportunities that this work 

affords.  

 

Mårtensson and Roxå (2009) argue that leadership is now emerging as “an 

important and critical feature of academic development”. In the UK, this is further 

supported by the development in 2006 of the Professional Standards Framework for 

Teaching and Supporting Learning in Higher Education (PSF). One of the most 

interesting aspects of the Framework was the specific emphasis at Standard 3 (for 

experienced lecturers) on leadership and mentoring: this is discussed in more detail 

in Chapter 8. To date (February 2011), no research has been published on the 

leadership that has been demonstrated at this level, although the Standard has been 

awarded at a number of HEIs since 2009. Similarly, the HEFCE Centres of 
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Excellence in Teaching and Learning (CETLs) initiative created a range of academic 

leadership posts from 2005, which again, offers valuable opportunities for exploring 

local leadership, as do the development of teaching fellowships (Noonan and 

Redmond, 2005). Interestingly, looking back with hindsight, the CETL Conference 

held in 2010 identified “Support for heads of CETLs in leadership and change 

strategies” as advice to HEFCE (EvidenceNetWiki [HEA] accessed 27 July 2010). 

The rapidly changing nature of academic practice more generally has led to related 

research in the area of professorial roles and academic identity for example, 

MacFarlane (2007). This also has significance for the conceptualisation of leadership 

at a local level.  

 

Clegg (2003), Thompson (1997) and Vallance (2006) have published on the 

academic co-ordinator role. These roles, which were mostly established at Faculty 

(school) or department level as result of HEFCE funding for institutional learning and 

teaching strategies, provide an important example of ‘local level leadership’ roles 

worthy of further exploration. Irving (2003; 2005) identified several themes when 

interviewing academic co-ordinators. These included a perception that they had 

responsibility without power and commonly, that their role was not one of leadership. 

This is particularly the case as their work embraces not only academic leadership but 

also the implementation of policy and strategy. It could be argued that these roles 

thus provide both leadership and support for the managerial function of those with 

formal responsibility at higher levels of the institution. As Gibbs (2008) noted, these 

roles are an example of “dispersing leadership”: spreading leadership responsibility 

among a number of people. 

 

It is evident from the literature, therefore, that the link between leadership and the 

effective management of change is well-established. It has been investigated 

through several disciplinary perspectives, reflected in the research paradigms and 

methodologies that have been adopted. Traditionally, research into leadership has 

explored those in roles at the ‘apex’ of organisations but over the last twenty years, 

interest in the idea of leadership operating at all levels of an organisation has 

developed. Whilst the body of research in higher education has followed this trend, it 

has largely focused on middle-management roles; work done with informal and 

practitioner or local level leadership is limited, despite being identified as important in 
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the early 1990s. In contrast, research into local leadership within the compulsory 

education sector is more advanced, with the significance of context in determining 

how leadership takes place as a common theme. 

 

This chapter, in reviewing the literatures of leadership, has noted that, while 

extensive work has been undertaken to investigate the concept, it is still evolving. 

Whilst leadership in education is one focus of study, it has been noted that particular 

forms of leadership (principally, distributed leadership) have been strongly advocated 

in the school sector but cannot necessarily be transferred directly to HE because of 

different structures and modes of organisation. It has been found that literature on 

local level leadership – where individuals have a leadership role within a group of 

peers – is under-researched. However, as work within groups of practitioners can 

achieve significant change, there is a need to explore this particular context further. 

The research questions for this study are therefore:  

 What is the nature of local leadership in the context of enhancing learning and 

teaching in HE? 

 How do local leaders perceive their role? 

 What are the barriers and opportunities in conducting these roles? 

 What role do local leaders play in enacting learning and teaching strategy? 

The methodology for exploring these questions will be considered in the next 

chapter. Chapter 5 will provide a detailed description of the site of the study reported 

here, CountyUni, accompanied by a chronology of QE developments, showing how 

national initiatives were paralleled by activity at institutional level. Chapters 6, 7 and 

8 will discuss the results of the research. 

 



48 

Chapter 4 

Research Methodology 

This chapter will link the research questions and aims to the design of the research, 

the methodology, data collection methods and analysis. It will discuss the position of 

the researcher in relation to the design and data collection, recognising the impact of 

the researcher’s changing professional role as the work proceeded. Strategic change 

at the research site, particularly in relation to the LTAC role, will be identified as a 

major factor in determining data collection in the second half of the study. 

4.1. Introduction and research questions 

Chapter 1 outlined the starting point and rationale for this research. The associated 

reflective commentary by the researcher (Box 1, Reflective Commentary 1, p.5) 

provided additional background material. In summary, this showed that an initial 

exploration of the experience of three academic colleagues who held the LTAC role 

at CountyUni (referred to here as the “pilot study”) indicated that there were both 

common and differing experiences of the work undertaken. Significant challenges in 

the conduct of the role were identified. Most interestingly, the leadership aspects of 

the role were not always recognised or acknowledged. The data from the pilot study 

suggested that exploration of these roles from the perspective of the role-holders 

would, potentially, provide considerable insight into how policy and strategy for the 

enhancement of teaching and learning is interpreted at a local level, whilst also 

reflecting the impact of academic culture and the constant presence of change in 

HE. The research was originally designed, therefore, to explore the following 

research questions: 

 What is the nature of local leadership in the context of enhancing learning and 

teaching in HE? 

 How do local leaders perceive their role? 

 What are the barriers and opportunities in conducting these roles? 

 What role do local leaders play in enacting learning and teaching strategy? 

Subsequently, it emerged that the research also needed to include the question: 

 How do managers and other staff perceive local leadership roles? 

It was planned that, over time (assuming that a part-time doctoral programme would 

facilitate data collection over a period of up to six years), a detailed examination of 
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local leadership would be obtained, coupled with a review of the barriers and 

opportunities that these role-holders had to contend with. It was also intended that 

the research would provide a valuable reflection on how institutional policy is 

“worked out” at a local level. In addition to data from interviews with the staff 

concerned, “desk research” would be undertaken of relevant documentation: 

institutional strategies; minutes of meetings; e-mail communications between staff. 

The desk data would complement the “rich data” obtained directly from participants, 

add detail to the exploration of the research questions outlined at the 

commencement of the study, and provide an opportunity for methodological 

triangulation.  

 

At the outset, the researcher anticipated that there would be changes in the 

personnel occupying the LTAC roles and that, similarly, her own role would develop 

and change. Equally, shifts in policy within the institution would be expected. 

However, the cessation of all faculty and department posts of responsibility, as 

explained in Chapter 5, was not anticipated (Box 2, Reflective Commentary 2, p.72). 

These changes, although impacting on the intended focus of the study and design of 

data collection, provided additional opportunities:  to examine the impact of a lack of 

formalised local leadership roles; and to explore local leadership in a wider range of 

learning and teaching roles. 

4.2. Paradigm 

This research, therefore, was premised on the value and significance of exploring 

these local leadership roles from the perspective of those who held them and, in due 

course, of other “actors” in the institutional environment who undertook related work. 

This located the study within an interpretivist paradigm, where the researcher, whilst 

having detailed knowledge of the role from her own perspective, would develop 

theory about local leadership from the data obtained from those working in the field 

and with a relatively open mind about what might emerge as a consequence. As 

Bryman (2004) has suggested, there has been growing interest in the idea of 

“organisational symbolism and sensemaking” to which an interpretive strategy is 

suited. This argument also lends support to the use of metaphor analysis, which, 

although ultimately not used in this study, is referred to later in this chapter. Thus the 

study would be located, from a philosophical standpoint, alongside research that has 
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developed knowledge about individual and group workplace practices during periods 

of sustained organisational change, where the views of “actors” in the settings 

explored constituted the majority of data on which conclusions are drawn. 

Interestingly, this approach contrasts significantly with the majority of “traditional” 

studies which explore leadership, many of which are based on matching leadership 

styles and behaviours to pre-existing theoretical models, as discussed in Chapter 3. 

4.3. Design and Methodology 

Originally planned as a longitudinal case study of local level leadership of academic 

practice, the research methodology was informed by the principles of ethnography. 

This is shown, for example, by the involvement of the researcher as a participant in 

the area of professional work being investigated and in the research being on a 

relatively small scale with one principle site and another as a comparator. An 

ethnographic approach to the research was also demonstrated in the ways in which 

the design of data collection methods was informed by both the development of the 

research questions and changes in the research context during the period of the 

research. However, the researcher’s involvement in the field did not extend to 

collecting data opportunistically in what are described as ‘natural’ sessions 

(Hammersley and Atkinson [2007] p.4). Rather, data from interviews and focus 

groups were collected at pre-arranged times, a strategy that the researcher argues 

was appropriate for conducting research within a professional context Yin, (2009, 

p.15) in his text “Case Study Research”, argues that ethnography is a “specific 

method of data collection” and that such studies “usually require long periods of time 

in the ‘field’ and emphasise detailed observational evidence”, suggesting that 

research informed by this approach study employs more than the collection of 

observational  data, as indeed this research does. The “participant observation” that 

Yin suggests is inherent in ethnography emerges in this study, however, through the 

researcher’s reflective commentaries rather than as a specific form of data collection. 

The research could also be argued to involve a degree of self-ethnography  

(Alvesson, 2003), as there  were “varied views of matter” which the researcher  

acknowledged but ultimately discounted in the development of a theoretical 

framework.  
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Alvesson (2003) expresses concern about reliance on interviews, the major method 

of data collection used in this study, stating that “to carry out an ethnography” is a 

more demanding (but perhaps preferable) alternative, where the aim is to research 

aspects of the researcher’s own environment.  The concept of ethnography, 

therefore, and what constitutes an ethnographic study, is interpreted in a variety of 

ways. The researcher, whilst acknowledging the challenges of ascribing 

“ethnography” to the methodology used here, argues that the research warrants this 

definition because it incorporates most of the features that Hammersley (1998, p. 2) 

associates with it. These include, investigating behaviour in “real life” professional 

contexts (albeit at pre-arranged times within the working day)  rather than in 

experimental or imposed situations; analysing data from a variety of sources; and 

having a relatively small scale focus. Furthermore, the researcher suggests that of 

greater concern than identifying a particular label for the methodology (and of more 

importance to validating the findings of the study) is to analyse how the “insider” 

aspect of her role impacted on the research (Mercer, 2007) and on how such 

investigations might be continued in the future.   This debate will be returned to in 

Chapter 9, where the methodology of the study will be evaluated.  

 

Additionally, this research uses data from another HEI in the region, MetroUni. The 

purpose of this additional data was to invite staff with equivalent roles to the LTACs 

(Teaching and Learning Co-ordinators, TLCs) to share their experience of local level 

leadership. Additionally, these colleagues’ line manager from MetroUni’s Education 

Development Unit (EDU) was invited to share her perspective on the TLC role and 

its development. The structural differences between MetroUni and CountyUni (see 

commentary in Chapter 5) would, it is argued, strengthen the argument for any local 

leadership characteristics and approaches that were identified at both research sites 

since they could, to an extent, be “independent” of context.  

 

The researcher recognises that generalisation of the findings from this research 

requires further testing that is beyond the scope of the present study. However, as 

will be seen in Chapter 5, data from the additional site of study – MetroUni - provided 

support for the themes identified, which suggests that a degree of cautious 

generalisation may be made. This is explored in more detail in the following 

chapters. 
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4.4. Methods 

The exploratory, interpretivist, nature of this research was achieved through the 

analysis of data from semi-structured individual interviews, supported by a parallel 

review of internal and external developments in quality enhancement, which will be 

discussed in Chapter 5. Additionally, in the last phase of data collection, focus 

groups were conducted. As Saunders (2004) noted, when supporting the use of 

“evidence based practice” in HE: 

…one of the most effective types of evidence about successful practice 
appears to be the conversational type, the narratives, the vignettes of practice, 
the ‘warts and all’ descriptions, the messy case studies. Again, we have a 
problem of the situated nature of learning that takes place, often defined by the 
intimate interactions between the original actors and those to whom they are 
speaking. The more decontextualised these accounts are made [the synthesis] 
the less effective they become!  
(Saunders, personal communication, Public discussion of the meaning of 
“evidenced based” in HE, LTSN, 3 March 2004) 
 

This last comment also lends support to the researcher’s choice to use elements of a 

grounded theory approach to the analysis of interview and focus group data. This will 

be discussed in Chapter 9. 

 

Overall, the interview and focus group data comprised: 29 semi-structured interviews 

(5 of which were with the external site); 3 focus groups; and the re-examination (with 

permission from the research participants) of the 3 semi-structured interviews that 

comprised the “pilot study”, conducted in 2002.  

 

The interview data was collected in 3 phases between 2004 and 2010 (Appendix A 

(b)). Phase 1, which took place in 2004, explored the LTAC role with the role-holders 

and those of a departmental Learning and Teaching Representative (LTAR), the 

Assistant Registrar for QE, a Head of Department who had also been a LTAR and a 

lecturer.  

 

Following the suspension of departmental posts of responsibility at CountyUni in 

2006 (discussed in Chapter 5), Phase 2, which took place in 2008-09, explored local 

leadership with: the Teaching and Learning Co-ordinators (TLCs) at the external site, 

MetroUni, and the manager of the EDU who co-ordinated the TLC roles; colleagues 

from the site of the study who had formerly held local leadership roles, (several of 
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whom were continuing with this work in a “voluntary” capacity); and the Academic 

Development Adviser for e-Learning.  

 

In Phase 3, 2009 – 10, senior members of staff at CountyUni (Heads of Department, 

Deans and the Deputy Vice Chancellor) were interviewed about local leadership. 

Additionally, one focus group was held with former and current ELCs and two further 

focus groups held with programme leaders. 

 

In addition to the data collected from interviews and focus groups, the researcher 

maintained a collection of internal documents, including the minutes of meetings; 

policies and strategies; and copies of e-mail correspondence that related to the focus 

of the research. Where appropriate, these materials informed the analysis of the 

data. This will be discussed in the Analysis section below. 

4.5. Rationale for the choice of methods 

Hammersley (2008, p.30) outlines some of the challenges of relying on interview 

data, which relate to the problem of generating a reliable response in what is 

essentially a “reactive” situation between the researcher and the participant in a 

particular context. Clearly, the risk is that the same views and opinions might not be 

replicated with other researchers or in other situations, thus limiting the “truth” of 

what is obtained through analysis. In the same text, Gomm (pp.89-100) expands on 

this “radical critique” of interviews, but shows how when interpreted with caution, 

triangulated against data from other sources and with an appropriate degree of 

reflection, interviews may be an acceptable form of investigation. From another 

perspective, Cohen, Manion and Morrison (2007) comment on “the centrality of 

human interaction for knowledge production” (p.349); Bryman (2004, p.319) notes 

the focus on “the interviewee’s point of view” (as opposed to the researcher’s 

concerns). Conger (1998) suggests that qualitative research should be a 

“cornerstone methodology” for exploring leadership, given the “extreme and enduring 

complexity” of the concept. Bryman and Stephens (1996) also noted the increasing 

impact of qualitative approaches on leadership theory, commenting on the value of 

qualitative methods to gain an appreciation of contextual issues. The general lack of 

attention paid to contextual issues in leadership research is identified by Jepson 

(2008) as a major limitation in the field.   All these issues are important in presenting 
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the rationale for the use of interviews (and focus groups) in this study. As Ford 

(2010) argues “a more critical and reflexive approach to the study of leadership is 

needed, which pays attention to situations, events, institutions, social practices and 

processes”. 

 

It will be remembered that the “pilot study” which gave rise to the present research 

was devised to demonstrate how interview data about a particular type of “leadership 

in education” might lead to questions that could be explored in a subsequent 

research project on a larger scale.  The possibility of exploring this research focus 

over time, to see if the participants’ views and opinions were maintained – and 

indeed  might be shared by others – was therefore a critical aspect of the research. 

Furthermore, as the study was also utilising the advantages of the researcher being 

an “insider”, the impact of the social interaction between the researcher and the 

participants was considered as a contribution to the depth of investigation that could 

be achieved, rather than a threat to the validity of the findings. However, in order for 

this to be the case, the researcher appreciated that a critical approach to all aspects 

of the data collection, analysis and interpretation was essential. This is discussed in 

Box 3, Reflective Commentary 3, p.179. 

4.6. Design of the data collection methods – interview and focus 
groups  

The data collection tools – the interview and focus group schedules - were structured 

to explore the research questions. However, as the research proceeded the focus of 

successive interviews was also influenced by the analysis of those that had taken 

place previously. To some extent, this also occurred within each Phase, particularly 

when the researcher was able, through the use of prompt/clarification questions, to 

explore issues that had been raised by colleagues interviewed earlier in the same 

Phase. An iterative process of interview questioning developed as follows. In Phase 

1, re-examination of the pilot study interview schedules and data confirmed that it 

would be beneficial to explore general aspects of the LTAC role, with a focus on the 

challenges of working within a disciplinary environment. The issues of “power” and 

“leadership” within the role were specifically identified as important to pursue, 

together with an opportunity to consider how the role might develop in the future. 
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Interview schedules with other colleagues included in Phase 1 were developed in a 

similar way. Questions were designed to elicit data about the local leadership roles 

from the perspective of a member of staff whose work required them to interact with 

the LTACs in one or more ways: as a Head of Department and former LTAR; a 

departmental Learning, Teaching and Assessment Representative (LTAR); a lecturer 

and also an Assistant Registrar with particular responsibility for Quality 

Enhancement. Copies of the interview schedules are at Appendix A(g). 

In Phases 2 and 3 of the research, mainly brought about by the cessation of the 

LTAC and LTAR roles, the researcher turned to explore these “in retrospect”, 

together with other local leadership roles in learning and teaching, and the 

perspective of managers at departmental, faculty and SMT level. 

 

Phase 2 comprised semi-structured interviews with the TLCs and the Head of the 

EDU at the external site. Additionally, former LTACs, LTARs and E-learning Co-

ordinators at, a Senior University Teaching Fellow/former LTAC and the Academic 

Development Adviser for e-Learning at CountyUni were interviewed.  

 

Following Phase 2, the researcher discussed the results of this analysis with a 

leading researcher in the field, Professor Robin Middlehurst, who, as well as 

commenting on the significance of the findings, suggested ways in which the final 

phase of data collection could be focused (Middlehurst, personal communication, 29 

September, 2009). This included the need (as the researcher had planned) to 

explore local level leadership - both the concept and identification of successful 

strategies - through interviewing colleagues working at different levels at the 

research site.  

 

Phase 3, therefore, consisted of focus groups with academic staff and semi-

structured interviews with managers. ELCs and former ELCs participated in one of 

the focus groups; the other two were composed of programme leaders, another 

“local leadership” role whose interpretation of “leadership” was deemed worthwhile to 

explore. A Head of Department, four Deans and the Deputy Vice Chancellor were 

interviewed. The interview schedules for senior staff were designed to explore the 

issues raised during Phase 1 and 2 of the data collection from a managerial 

perspective. 
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The focus groups schedules (Appendix A(i))  were designed to discover how far the 

main themes identified in earlier interviews were held by groups of staff with local 

leadership roles, with the aim of determining whether there was a consensus (see 

comments in the section on Analysis below, relating to “saturation”). As with the 

earlier interviews, prompt and clarification questions were used where needed. 

It is important to note here that by this stage in the research process (2010), the 

concept of local leadership of academic practice as a central component of the 

Professional Standards in Teaching and Supporting Learning in HE for experienced 

staff, Standard Descriptor 3, was beginning to be recognised at CountyUni. The 

University had received HEA accreditation for assessment of this Standard (see 

Chapters 5 and 8). Additionally, the concept of an Organisational Development 

strategy, to develop leadership capacity throughout the institution was in the process 

of development. This was influencing the direction and emphasis of the annual staff 

Performance Development Review process, which was being piloted during this 

period. This added further impetus to exploring the concept of local leadership and 

the extent to which it was recognised and acknowledged. 

4.7. Conducting the interviews/focus groups and recording data 

The process of conducting the interviews and focus groups was designed to ensure 

that participants felt at ease, whilst demonstrating a professional research 

environment. Each location was selected to provide a comfortable and un- 

interrupted space: where preferred by participants, their personal office was used. 

Drinking water was provided. The interview/focus group process was described in 

detail prior to recording commencing; participants had also received full information 

in Letters of Information. Informed Consent was obtained prior to each 

interview/focus group. Details of the ethical approval process appear below.  

 

The data was recorded on audio tapes (Pilot study and Phase 1) and digitally 

(Phases 2 and 3), reflecting the development of recording technology over the period 

of the study. The researcher transcribed the data from the Pilot Study interviews 

herself but employed a series of 3 professional transcribers for Phases 1, 2 and 3. 

This was not without its challenges (Box 3, Reflective Commentary 3, p.179). All 

recordings were transcribed and transcripts checked against the original recording 
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by the Researcher. Individuals identified in the transcriptions were anonymised, in 

accordance with the agreement made with participants. The data from the Pilot 

Study and Phase 1 was analysed manually and later transferred with Phase 2 and 3 

data into MAXQDA (2007) for further analysis; manual analysis was also used in the 

later stages of the research. In accordance with CountyUni’s Research Governance 

Handbook, all data will be stored securely for 10 years after the publication of this 

thesis. 

4.8. The role of the researcher in the methodology 

The researcher’s position in relation to this research is a central consideration in the 

discussion of the design, methodology, data collection and analysis. In Chapter 1 

and the associated reflective commentary (Box 1, p.5), the researcher described 

how the research “problem” had originally been identified from personal experience 

and reflection on her own role, supported by study and research at Master’s level 

into the parallel roles of colleagues at CountyUni. This perspective provided not only 

the advantages of insight and knowledge of the role but also the need to recognise 

how that closeness might impact both positively and negatively on the collection and 

analysis of data. As a professional research exercise, there was a clear requirement 

from the outset to minimise the potential for bias whilst acknowledging and utilising 

the researcher’s position to achieve both access to data and a level of analysis that 

would be difficult to achieve as an external investigator. 

 

As the study progressed, so the researcher’s professional role changed. Not only 

was the researcher an “insider” but also, over time, her professional relationship with 

the participants changed. In the Pilot Study and Phase 1, the researcher was 

collecting data from colleagues who had the same role as she did; in Phases 2 and 

3, the researcher’s career had developed within the research site to a point where 

she had overall responsibility for co-ordinating local leadership roles for learning and 

teaching. This was particularly difficult when these roles were suspended in 2006 

with little clarification about what the future held for this area of work (Box 3, p.179). 

In the latter stages of the study, the researcher’s greater engagement with senior 

staff in the institution made access and discussion with these colleagues more 

effective than it would have been earlier on. Similarly, the researcher’s work with 

HRMS in developing strategies to recognise and develop leadership potential in the 
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CountyUni’s staff in general, provided additional knowledge and opportunities for 

reflection on the subject matter of the research. 

 

The researcher adopted several strategies to minimise the effect of bias in data 

collection: 

 The use of semi-structured interview and focus group schedules  provided a 

degree of consistency between data collection occasions, whilst affording 

sufficient flexibility to explore additional ideas that individuals/groups raised; 

 Applying for ethical approval for Phase 2 and Phase 3 provided an objective 

view and commentary on the planned data collection, the relationship 

between research questions and data collection tools, and the analysis; 

 Interviewing each participant relatively closely together, maximised 

opportunities for identifying similarities and differences in responses through 

recall from one interview to another; 

 Listening to interviews between recordings to check interpretations and to 

look for similarities, thus preparing appropriate prompt and clarification 

questions for subsequent interviews. 

4.9. Rationale for the choice of research participants / sampling frame 

Participants for the study were identified by their role and in several cases (for 

example, the LTAC and TLC roles; the Assistant Registrar for QE and Deans with 

specific responsibilities)  a purposive sampling approach was taken. All the former 

LTARs and current and former ELCs were invited to participate; only those who were 

unable to attend the interviews or focus groups were excluded from the research, 

amounting to less than 10% of the “population”. Programme leaders were selected to 

represent each department; in practice 10/24 volunteered. Senior staff were again 

selected purposefully, on the basis of their particular interest in and / or responsibility 

for teaching and learning. It was particularly gratifying to the researcher that 

colleagues were keen to participate. The research participants therefore provided the 

opportunity to survey a range of perspectives on local leadership roles. 

4.10. Ethical approval 

The researcher has had a particular interest and involvement with research ethics 

during her HE teaching career, particularly for undergraduate and postgraduate 
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student research across a number of disciplinary areas. However, at the time that 

this research commenced, CountyUni did not have an ethics committee that 

reviewed social science research. However, being familiar with the expectations of 

research involving human participants, the researcher was able to provide 

appropriate details to participants in the Pilot Study and Phase 1 of this study, 

together with Forms of Consent. By the time that Phases 2 and 3 of the research had 

been planned, the LTI had established a Research Ethics Committee. Approval was 

duly applied for and obtained for each stage in data collection. As a member of the 

Committee, the Researcher stood down whilst her application was considered and 

was not party to the discussion that ensued about her research. The advice from the 

Ethics Committee was generally helpful; few adjustments were required to the 

papers submitted. However, the Committee had some concerns about the rationale 

for the recruitment of subjects: the exchange of comments between the Chair of the 

Committee and the research is at Appendix A(c). An example letter of invitation to 

participants, participant information sheet and consent form are at Appendix A (d), 

(e) and (f). The researcher was fortunate in that the Ethics Committee has a 

relatively broad representation of disciplines in its membership. This provides a 

range of perspectives on ethical issues, and although informed by the approaches of 

principalism: concern for issues affecting human subjects, its members also 

appreciate a ‘virtue ethics’ perspective (MacFarlane, 2009). This results in 

constructive, developmental comments in response to applications, which can be of 

great assistance to researchers. 

4.11. Introduction to the data analysis 

The reflective commentary in Box 3 discusses how the researcher’s knowledge and 

experience of data analysis developed over the course of the study. This is important 

to acknowledge, as both the nature and the process of analysis evolved as the work 

continued and new insights were obtained. Whilst recognising the need to be 

systematic in the approach to analysis, the researcher also employed 

“interpretation”: what Wolcott (2009, p.30) describes as “…our efforts at sense-

making, a human activity that includes intuition, past experience, emotion..”.  
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4.12. The Pilot Study 

The data from the pilot study had originally been analysed using a thematic 

approach. Following detailed reading of each transcription, they were “marked up”, 

annotated and main themes identified. These themes were identified as the focus for 

future investigation and were subsequently used, following re-examination, in this 

research. The re-examination process reviewed and checked the original analysis 

and was supported by further reading around the issues raised. The researcher had 

received feedback from an international conference presentation in 2003 where the 

results of the pilot study had been presented (Thesis-related outputs, p.ii) which 

provided encouragement for both the focus and the approach for investigating the 

themes further in this manner. 

4.13. Analysis: Phases 1, 2 and 3 

The six interviews conducted in Phase 1 (conducted during 2004) were initially 

analysed in the same way as the pilot study.  

 

Following this Phase, the researcher obtained the Qualitative Data analysis package, 

MAXQDA. All the interview transcripts were transferred into this software package, 

which, in common with similar software, enables the researcher to identify and code 

blocks of text and to group codes, map occurrence of coded examples, and so on. 

The Phase 1 interview transcripts were analysed in more detail, informed by the 

initial phases of Grounded Theory, as described by Corbin and Strauss (2008). This 

was to establish, firstly, whether the initial form of analysis identified the same 

issues; secondly, to increase the validity of the initial analysis by adopting a different 

systematic approach; and thirdly, to be able to illustrate identified themes in more 

detail. 

The researcher noted that there were issues that  

 ..keep re-appearing whatever the level of role or the person undertaking it, 
whilst  others are evidently related to local culture and/or the original or 
predominant role of each participant.”  

(Researcher’s notes, September 16, 2009).  
 

Exploring the same issues with participants in different leadership roles provided the 

opportunity for “theoretical sampling” (Corbin and Strauss, 2008, p.144). Re-

examination of the data revealed a degree of “saturation” that enabled the questions 
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used in Phase 3 to focus more closely on the aspects of local leadership that 

repeatedly emerged as well as the areas that had “role-specific” significance. This 

process is discussed in more detail in Box 3, p.179 and supported by 

contemporaneous notes of the analysis  (Appendix  A (j) and (k)).  

 

The researcher also explored the possibility of using Metaphor Analysis as an 

additional approach. This arose from attending a conference session that presented 

research using metaphor analysis and subsequently reading about the work of the 

ESRC Metaphor Analysis project at the Open University 

(http://creet.open.ac.uk/projects/metaphor-analysis/project-introduction.cfm), having 

noted the frequency of metaphorical language used in the interview transcriptions 

from this study. In particular, the researcher was interested in the work of Cameron 

and Stelmar (2004) which explored the use of metaphor to “negotiate” shared 

understanding of concepts between opposing parties in situations of conflict.  Whilst 

this is a different context from negotiating an understanding of “leadership” between 

colleagues, this use of metaphor analysis suggested that it would be a useful 

approach to use in answering the research questions in this study, and for further 

validation of the findings. However, due to limitations of time, this was not possible. 

The potential of metaphor analysis, however, is commented on further in Chapter 9. 

 

The data from Phase 3 interviews and focus groups, was explored in relation to the 

issues that had been identified earlier, following re-exploration of all the previous 

data at the end of Phase 2. Perceptions of local leadership roles identified by 

managerial staff were “matched” against the list of perceptions that emerged from 

the interviews and focus groups with the local leaders themselves. Excerpts from all 

three phases were identified for inclusion in the thesis. The researcher engaged in 

detailed re-reading and comparison of the interview scripts on several occasions, 

accompanied by note taking and generating diagrammatic representations of the 

developing patterns in the data. 

4.14. Summary 

This research was designed, conducted and analysed within the interpretivist 

tradition, employing elements of an ethnographic approach, as the researcher’s 

professional role was conducted within and related to, the focus of the study. The 

http://creet.open.ac.uk/projects/metaphor-analysis/project-introduction.cfm
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aim of the research was to develop a case study of local leadership that would 

attempt to answer specific questions about the nature of this activity. Based on the 

findings of a previous pilot study, primary data was obtained in three phases through 

semi-structured interviews and focus groups. The design of the methods (data 

collection tools) was developed in an iterative manner, taking account of both the 

research questions and the data analysis conducted after each Phase of the 

research. Secondary data in the form of local documents, records of meetings and 

correspondence were also collected. The analysis of the data was also conducted in 

an iterative manner, with variation in the approach taken matched to the Phase of 

the research and the resources available to the researcher. The findings of the 

research will be discussed in Chapters 6, 7 and 8. Chapter 9 will include a critique 

the methodology adopted. 
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Chapter 5 

The Research Site 

This chapter explores the background to the site of the study, a medium sized 

University in the NW of England. Following a summary of the institution’s history, its 

work since 2000 will be examined in greater detail, linked to the QE initiatives 

explored in Chapter 2. The inception and development of the local leadership roles 

that are the basis for the research will be highlighted. A description of the institution 

where some comparative data was collected will also be included. To protect the 

anonymity of the institutions and their staff, the research site institution is referred to 

as CountyUni and the comparator institution as MetroUni. 

5.1. Introduction 

Chapter 3 discussed the significance of context in the theory and practice of 

leadership. As an example, contingency theories emphasise the importance of 

context in determining the approaches to leadership that are employed in different 

settings. The particular nature of HE increases the complexity of the 

contextual/situational influence. Behaviours and ways of working require 

interpretation not only through the lens of an HE organisation and the level of 

operation, but also through a consideration of disciplinary influences (Becher and 

Trowler, 2001). The ethnographic case study at the centre of this research therefore 

needs contextualising in relation to: the position of the institution in the HE sector 

during the period of the study; the significant internal and external changes that took 

place; the development of enhancement activities and associated local level 

leadership roles - which were located within disciplinary-led contexts. An outline of 

the structure of the HEI where comparative data was obtained will be provided at the 

end of the chapter. Appendix B (a) provides a chronology of national QE 

developments alongside both the developments outlined here and the conduct of the 

research. This chapter seeks to answer the following questions: 

 

 In what ways did government policy and strategy for higher education, 

particularly in the area of enhancement, impact on the operation of this 

institution? 
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 How did local leadership for the enhancement of academic practice develop 

during the period under consideration?  

 

The institution on which this study was based, CountyUni, is located in the NW of 

England.  Originally established by the Anglican church as a teacher-training college, 

it delivered programmes of study validated by a Russell Group institution from 1920. 

From the early 1960s, it steadily developed its provision of degree and postgraduate 

taught provision, becoming a College of Higher Education in 1997. At about the 

same time, CountyUni became one of the first national providers of HE-level nursing 

and midwifery education.  

 

In common with other Colleges of HE, the institution developed its capacity to deliver 

programmes of study and to have a research profile that would support an 

application for University status in the near future. For staff, this included 

encouragement to study at doctoral level, usually through the institution’s validating 

University. For students, the steady growth in numbers enabled a wider choice of 

programmes to be offered, particularly within the institution’s Undergraduate 

Combined Honours framework where, in general, all subjects were available for joint 

study. Additionally, funding streams accessed by the institution continued to reflect 

its commitment and growing expertise in specific areas of the HE curriculum, such as 

work based learning (Chapter 2 refers to this engagement with the Enterprise in 

Higher Education Initiative).  

 

In response to the QAA’s institutional audit of 1997, a Teaching and Learning Sub-

Committee of the Academic Board was established “to provide…a strategic 

approach to improving, supporting and rewarding teaching and learning….[and] to 

provide mechanisms for disseminating good practice.” (Minutes of first meeting of 

the Sub-Committee). Initially, this sub-committee was chaired by the Dean of the 

School of Education. The name of the committee was amended in 1999, to 

“Learning, Teaching and Assessment Sub-Committee” (Researcher’’s italics), to 

reflect the growing recognition of assessment as an integral part of the learning 

process.  
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The Sub-Committee’s business at this time included consideration of the HEFCE 

invitation to apply for funding for Teaching and Learning Strategies (LTS) (Circulars 

99/26; 99/48 and 99/55 “Institutional Learning and Teaching Strategies: a guide to 

good practice”). These documents were developed following the consultation 

process held in the previous year, initiated by Circular 90/48, which identified that the 

aim of government funding for teaching was to “…make the best use of public money 

to enhance the learning experience of students.” (Section 6, “Background”). 

 

The Learning, Teaching and Assessment (LTA) Sub-Committee agreed in November 

1998 to the establishment of an ILT-accredited Post Graduate Certificate in Learning 

and Teaching, to be undertaken by all new appointees to the academic staff who had 

not previously taught in HE. 

 

In 1999, the first School-based leadership roles were created for academic staff 

(Appendix B (b)), to support staff engagement with the institutional VLE, “IBIS” 

(Internet Based Information System). Generated from Open Source software, the 

institution’s VLE was, at the time, a relatively innovative development for the sector. 

However, the IBIS Co-ordinators were not aligned to learning and teaching 

development work as much as they were to IT provision and support, particularly in 

relation to organised meetings. For example, they were members of the “IBIS Users’ 

Group” but not the LTA sub-committee. Over time, this led to a lack of integration 

between the technical and pedagogical aspects of technology-enhanced learning at 

CountyUni, a situation which the institution is still working to resolve at the time of 

writing (2011). 

 

By 2000, when the local level leadership roles that are the focus of this study were 

established, the institution’s provision was organised in four Schools of Study: 

Humanities; Science and Health; Nursing and Midwifery; Education. The LTS 

submitted to HEFCE in January 2000 included a proposal to establish four School-

based Learning, Teaching and Assessment Co-ordinators (LTACs), each for a term 

of three years. The Job Descriptions for these roles are at Appendix B (b). 
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5.2. The structure of CountyUni from 2000-2010 

The organisational structure of the institution that was in place in 2000, with four 

Schools of Study led by academic Deans, was maintained for several years. At 

Senior Management level, the Principal and Bursar were supported by a Deputy 

Vice-Principal who was also Dean of Nursing and Midwifery, and two Assistant-

Principals, the Deans of Humanities and Science and Health. These roles were 

supported by the University Secretary. 

 

In 2002, the Faculty of HE at a local FE college was incorporated into the institution, 

providing an increase in both students and specialised programmes. The site 

became the institution’s second campus.  In 2003, a successful application was 

made to the Privy Council for Taught Degree Awarding Powers, which were 

implemented in 2004. In August 2004, a major re-organisation of both the academic 

management and the committee structures took place, to support the institution’s 

application for the award of University Title. Of most significance to this research was 

the extension from four to seven Faculties and the establishment of a Learning and 

Teaching Committee, directly responsible to Academic Board. The Senior 

Management Team roles were described as Principal, Deputy Principal, Senior 

Assistant Principal and Assistant Principal.  A second Assistant Principal post was 

established for the Provost of the second campus. Once University title was 

awarded, the titles of the Senior Management Team roles were changed to reflect 

CountyUni’s new status. 

 

The Faculties, with the exception of Health and Social Care, were now led by Deans 

who were all new to the role, although they had previously been Heads of 

Department within their respective Faculties. Associate Dean roles were created in 

Faculties where additional support was needed due to the volume of activity 

undertaken. Three new functional Dean roles were established for Learning and 

Teaching, Quality and Standards and Students. Apart from the “professional” 

Faculties of Education and Health and Social Care (formerly Nursing and Midwifery), 

each Faculty now had either three or four departments, resulting in smaller 

management units than had been in the former School structure. In 2005 the 

Department of Nutrition and Dietetics was established in the Faculty of Applied 
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Science and Health.  In 2007, the Department of Law was re-located to the Faculty 

of Social Sciences. The Faculty of Business, Management and Law was then 

renamed as the Faculty of Business, Enterprise and Lifelong Learning. In 2008, the 

departments of Computing Science and Information Systems and Mathematics were 

merged.  

 

In 2007, the final stage in becoming a fully-fledged University was achieved when 

CountyUni was awarded Research Degree Awarding Powers. This had been 

preceded by specific developments in the research structure of the institution, 

including the appointment of a significant number of Professorial and Readership 

posts and the establishment of a Graduate School. 

5.3. CountyUni’s structure for leading learning and teaching 

The introduction to this chapter identified that two of the most significant structural 

developments in learning and teaching during this decade were firstly, the 

establishment of CountyUni’s Learning and Teaching Committee and, secondly, the 

development of local level leadership roles for learning and teaching, firstly at 

School/Faculty level and subsequently within each academic department. However, 

it could be argued that the impact of these roles and, indeed, the work of the 

Committee was (and continues to be) limited by the lack of clear Senior 

Management Team responsibility and leadership for Learning and Teaching. Whilst 

at various times Vice-Principals, Assistant Principals and Pro-Vice Chancellors have 

had the word “Academic” or “Teaching” included in their title and portfolio, this has 

usually indicated line management for Heads of School/Deans and for learning 

resources and support, rather than a specific commitment to developing the learning 

and teaching infrastructure of the institution.  

 

This situation was mitigated to an extent by the establishment of the position of Dean 

of Learning and Teaching in 2004, although again, as a role that paralleled academic 

Dean posts, the leverage that the Dean could exert over academic departments was 

limited. Similarly, it could be argued that the creation and implementation of learning 

and teaching strategy was limited by the Learning and Teaching Committee, a 

Committee of the University’s Senate and therefore capable of significant influence, 

being chaired by the Dean rather than by a member of the SMT. Although the size 
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and culture of CountyUni permitted relatively good communication between the 

various managerial tiers of the organisation, its espoused commitment to “seeing 

teaching as its primary function” (Application for University Title, 2004) was 

sometimes, as will be seen, difficult to reconcile with management decisions that 

were taken. 

 

Notwithstanding these limitations, however, the early part of this decade witnessed 

significant growth in the extent to which departmental attention to learning and 

teaching was supported centrally and at faculty level. TQEF funding and the 

associated requirement to develop an institutional LTS led to the development of 

departmental learning and teaching strategies, designed to interpret institutional 

goals at disciplinary level. Additionally, the concomitant pressure to evidence 

strategic planning for learning and teaching through the QAA’s Subject Review and 

Developmental Engagement processes ensured that these documents were, at a 

minimum, in place and that staff were aware of how they should be used to inform 

and develop practice.  

5.4. Developments in Learning and Teaching 2000-2010: the LTAC role 

The School-based LTAC posts referred to earlier were advertised internally in June 

2000, offering successful applicants two salary increments and 0.2 remission from 

teaching. The first term of the appointments was for 2 years, not 3 as suggested in 

the LTS submitted to HEFCE. Whilst the recognition and reward were both 

welcomed, the level of remission fell short of that offered by other HEIs who created 

similar roles at the same time; 0.5 was a more common allowance.  A Job 

Description for the LTAC role was provided for the HEFCE Schools, identifying the 

implementation of various elements of institutional learning and teaching strategy as 

elements of the workload (Appendix B (b)). It consists, in the main, of a broadly 

based set of targets, reflecting, perhaps, a relatively immature level of strategic 

thinking about how these roles might provide local leadership for learning, teaching 

and assessment across the institution. The minutes of the Learning and Teaching 

Sub-Committee where the first LTS was reviewed do not identify any discussion 

about the roles; indeed the first LTS submitted to HEFCE in January 2000, although 

reviewed by the Sub-committee, was written by the Chair. The LTAC roles were re-

advertised in 2002 and the existing role-holders re-appointed. In 2004, the posts 
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were advertised for one year only, at which point, new appointments were made. In 

2005, following institutional re-structuring, seven LTAC posts were advertised, again 

for one year. 

5.5. IBIS Co-ordinators 

A sector-wide pressure that increasingly impacted on learning and teaching during 

this period was the development of e-learning. As has been seen, the first local level 

leadership posts at CountyUni were created in this area: the IBIS Co-ordinators. As 

mentioned earlier in this chapter, these roles were not integrated into mainstream 

teaching and learning as much as they might have been, due to their alignment with 

IT development linked to JISC funding rather CountyUni’s formal and informal 

learning and teaching structures. However, the JISC project funding did enable these 

roles to stay in place for 12 months longer than the LTAC and LTAR roles.  

5.6. CountyUni’s Teaching Fellowship Schemes 

In 2002, an institutional Teaching Fellowship scheme was established. This had 

been proposed in CountyUni’s first LTS to recognise and reward excellent teaching. 

With criteria based on the National Teaching Fellowship Scheme (NTFS), five 

appointments were made in the initial round and a further three in 2004. Fellows 

were permitted to retain their title and to re-apply for the award (one salary 

increment) after the initial appointment of 2 years. A relatively unusual aspect of the 

Scheme was that it was open to both academic and academic support staff. The 

requirements for the role were to engage in the development of a particular 

pedagogic project, leading to local and/or institution-wide learning and teaching 

developments. Links to learning and teaching development in specific 

schools/departments was not identified, perhaps because local leadership roles, the 

LTACs, were already in place. In 2006, the Fellowship scheme was replaced by a 

Senior University Teaching Fellowship Award, with the same level of reward as 

Readers. 

5.7. External Engagement: the LTSN  

The first major learning and teaching project that CountyUni was involved in post-

2000 was as one of three HEIs invited to contribute in 2002 to a national study led by 

the Learning and Teaching Support Network (LTSN) on engagement with 
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enhancement bodies. This provided a valuable opportunity to survey departmental 

activity with the Subject Centre Network and to critique local engagement with these 

and other organisations. The report was subsequently submitted as evidence to the 

Cooke Report in 2003. As identified in Chapter 2, the study provided an opportunity 

for HEIs to survey their enhancement activities and to prepare for developments at 

sector level, particularly in relation to widening participation and e-learning.  

5.8. Developing Pedagogic Research 

The development of pedagogic research during this period was of strategic 

importance. It would be essential to demonstrate a commitment to the scholarship of 

teaching for TDAP and the award of University Title. Similarly, with RDAP as an aim, 

engagement with pedagogic research, particularly for an institution with a high 

proportion of staff whose primary focus was on teaching, was critical. In 2001, the 

first survey of interest in pedagogic research was conducted by the programme 

leader for the MA in Learning and Teaching, with findings reported to the Learning 

and Teaching Sub-Committee. Subsequently, small scale grants of up to £500 were 

made from TQE funding for projects investigating topical areas of practice: e-

learning; the use of peer review to improve practice; encouraging research-based 

learning; enhancing the assessment process; and disseminating good practice 

(extract from LTA Sub-Committee minutes, October 2001). In 2003, the Researcher 

established an internal “pedagogic research network” (PRN) for sharing experience 

of conducting research in this area, with the aim of developing colleagues’ 

knowledge and skills and to increase awareness of external pedagogic research 

events and funding. In 2005/06 a further institutional survey of pedagogic research 

was conducted which resulted in the LTI committing funding from TQEF monies at a 

more significant level (£10,000 per research team) for up to 5 projects annually, to 

investigate aspects of pedagogy of strategic importance to the University. The report 

also emphasised the significance of the LTAC/LTAR network in supporting and 

developing peers’ pedagogical research. The additional funding led to a considerable 

increase in capacity and to the emergence of local pedagogic research “leaders” 

within disciplinary communities. Later in the same year, the LTI established a 

Research Ethics Committee for the specific purpose of granting ethical approval to 

internal pedagogic research projects and, incidentally to any external research 

involving staff or student members of the University. 
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5.9. The Learning and Teaching Institute 

In 2004, a formal proposal to establish a Learning and Teaching Institute (LTI) was 

accepted by CountyUni’s Senate. Unlike many “Educational Development Units” 

(EDUs) in HE, the structure of the LTI was specifically designed by the Dean of 

Learning and Teaching to withstand potential changes in funding policy. By ensuring 

that LTI staff held establishment rather than project funded posts, a degree of 

sustainability was embedded in the structure. In addition to delivering the institution’s 

HEA-accredited Post Graduate Certificate in Learning and Teaching, the MA 

programme of which it was a part was transferred to the LTI from the Faculty of 

Education and a local Board of Studies established. Student Learning Support 

Services were transferred in from their previous “home” in the Library, together with 

IT staff development in the form of ECDL training. Responsibility for all student 

surveys, including liaison for the National Student Survey, was also part of the LTI’s 

remit as were the “traditional” EDU responsibilities for developing institutional 

capacity for undertaking pedagogic research, providing generic academic 

development, and co-ordinating departmental and faculty provision for supporting 

learning and teaching.  By 2005, the LTI was staffed by the Dean, a Senior 

Academic Development Adviser, two Academic Development Advisers (one with 

specific responsibility for co-ordinating the ELCs and promoting good practice in e-

Learning), an Academic Development Manager, a Technical Officer and a Learning 

Technologist, as well as administrative support. Learning Support Services 

contributed a further ten staff. In 2009, a further Academic Development Adviser post 

was created for supporting HE in FE at CountyUni’s partner FE colleges. 

5.10. The Impact of HERA  

In 2006, the LTAC posts were suspended, in common with other Faculty and 

Department Posts of Responsibility, but excluding the E-Learning Co-ordinators 

(ELCs, formerly known as IBIS Co-ordinators) who were funded by a JISC project 

until 2007, pending the HERA exercise and the National Pay Agreement. The LTAC 

posts were not re-established until 2010 and then only in the Faculties of Health and 

Social Care and Education and Children’s Services. This development had, it will be 

argued, a significant impact on engagement with pedagogy across the institution at a 
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time when local leadership was of significant importance. It also had an impact on 

the conduct and direction of this research. 

Box 2 - Reflective Commentary 2 

 

A major challenge to the research 

 

In 2004, having held the LTAC role for the School of Science and Health for 4 years, 

I had an opportunity to move to another area of work at CountyUni: Work Based 

Learning. This seemed a good opportunity for my research, too, as I would be one 

step removed from the LTAC role at the centre of the study, although I subsequently 

became the LTAR in my new department. The following year, 2005, saw 

considerable changes at the University, including the establishment of 3 new 

Schools of study and a corresponding increase in the number of local leadership 

roles at both faculty and department level. However, there was a concomitant 

uncertainty about the future funding of these roles which, although not made clear to 

the role holders or, indeed, their managers, was linked to the forthcoming Higher 

Education Role Analysis (HERA) process and the subsequent implementation of a 

national pay framework agreement. With hindsight, it appears that the University (as 

well as saving money) was attempting to “level the playing-field” by discontinuing 

roles which attracted salary increments so that eventually, such additional 

responsibilities would be allocated to staff according to their seniority. This decision, 

however, removed the opportunity for local “champions” to gain recognition for their 

leadership practice. Once the posts were discontinued, there was some doubt 

expressed ‘on the ground’ about whether they would ever be re-established. 

 

This situation presented me with a considerable dilemma, as both a researcher and 

in my role from early 2006 in CountyUni’s LTI, where I had been appointed Senior 

Academic Development Adviser. Part of my new role was to co-ordinate 

enhancement activities, including the Learning and Teaching Network which the 

original group of four LTACs had established in 2002. However, it became apparent 

that the work of this group would cease, as the holders of local leadership roles 

gradually became aware that their posts of responsibility would be discontinued at 

the end of the year. For some, as the interviews for this research demonstrate, their 

appointments were relatively short-lived, as they had only recently been appointed. 
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For others who had been in post for longer, the lack of a rationale for the change 

caused annoyance. For some colleagues, the two increments that they were paid for 

one of the faculty based posts represented a significant amount of income. I was 

asked for an explanation of the decision on several occasions but unfortunately was 

unable to respond helpfully, initially because the reason for the change was unclear 

and then subsequently because I was advised by HRMS not to speak about it: 

Senior Managers would advise those affected in due course. Meanwhile, several of 

the LTACs ceased attending Learning and Teaching Committee – as they were no 

longer in post. Others, however, continued in a voluntary capacity, one being asked 

to do so by their Dean. There was, consequently, some confusion and lack of 

consistent representation and dissemination for enhancement matters at local, 

faculty and institutional level.  

 

The impact of these changes on my research caused me some anxiety, as my 

original research proposal (Appendix A (a)) had set out plans for a longitudinal study 

of the LTAC role. Additionally, as I had been involved in establishing the 

enhancement network at CountyUni,  I was considerably disappointed that it was 

being dismantled: it would make my professional role much more difficult. Although it 

was evident that noteworthy changes in the support for enhancement of learning and 

teaching at CountyUni were taking place, it was not possible, from a professional 

perspective, to continue to interview the local level leaders at this time. Chapter 5  

shows how the following year, a further institutional change took place which would 

have, ideally, been supported by local level leaders: a change from a 15 to a 20 

credit modular structure and moving from semesterised to year-long delivery of 

programmes. It was not until the situation had ‘settled down’ in 2008 that I was able 

to resume plans for data collection which, as Chapters 6 – 8 indicate, involved 

almost all participants looking at their roles retrospectively. Although these difficulties 

were challenging for me as a researcher, they enabled me to learn about institutional 

change and about how research plans may, particularly for a longitudinal study, need 

review and revision. This particularly applies to research questions which, for 

reasons beyond the control of the researcher, may remain partially answered or 

indeed, may grow in number as the research progresses. 
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5.11. Changes to the Undergraduate Framework 

The cessation of departmental Posts of Responsibility coincided with a major 

institutional change project at CountyUni: the transfer of all taught modules at 

undergraduate and taught postgraduate level from 15 to 20 credits. This work, which 

necessitated the re-writing and re-validation of every programme of study at the 

University within a 12 month cycle was, potentially, an ideal opportunity both to 

evaluate the content and pedagogy employed in each programme and to use the 

LTA network to support and share new curriculum developments. Although the LTI 

provided an institution-wide programme of workshops to support the project, the 

researcher, who was given responsibility for developing the associated CPD for staff, 

suggests that the lack of local leadership (through the LTAC and LTAR roles) limited 

the benefits that could have accrued from this initiative. It is also suggested that as a 

change management project, CountyUni could, in retrospect, have created a better 

experience for staff and limited the stress that the exercise involved. 

5.12. Professional Standards 

In 2005 CountyUni responded to the consultation over the Professional Standards 

Framework, having commissioned a report into CPD for learning and teaching at the 

University in the previous year. CountyUni also volunteered for HEA’s pilot study for 

the HEA accreditation of institutional CPD Frameworks for achieving the 

Professional Standards. In 2008, CountyUni was the thirteenth institution nationally 

to be accredited and the eighth to receive accreditation for provision at Standard 

Descriptor 3. This Standard has a particular emphasis on leading and mentoring 

peers in their learning and teaching practice. So, at a time when formalised local 

level leadership roles had diminished, the institution was still, through its 

mechanisms for learning and teaching development, able to support and recognise 

achievement in this area – and was, it could be argued, “leading the field”.  

5.13. E-learning Benchmarking and Pathfinder projects 

Another area where CountyUni’s profile of activity was at a satisfactory, if not 

leading, level in the sector during  2000-2010 was in technology-enhanced learning 

and in particular, in the capabilities of its institutional VLE. However, in common with 
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its work for the Professional Standards, the institution as a whole seemed unable to 

sustain a consistent approach to this area of practice. 

 

Following the establishment of the School VLE co-ordinators in 1999, CountyUni re-

named the posts School “E-learning Co-ordinators” (ELCs) in 2006. In parallel with 

this development, a Learning Technology Unit was proposed, to be located within 

the Computer and Information Technology Service, originally located in the LTI. The 

original plan was to recruit a Learning Technologist LT) for each Faculty although in 

practice, no more than 5 LTs were in post at any one time. Whilst the LT roles should 

have provided support for moving e-learning forward, their limited pedagogical 

expertise and lack of engagement with the LTI, meant that they did not make the 

impact on learning and teaching practice that might have been envisaged. Similarly, 

the ELCs, although recruited from the academic staff, experienced some challenges 

in conducting their role. The HEA/JISC funding stream that supported these roles 

enabled them to continue until 2007. A similar network to that for learning and 

teaching was developed, the E-Learning Forum, led by the Dean of Learning and 

Teaching. 

 

In 2006, CountyUni participated in the HEA/JISC-funded e-Learning Benchmarking 

Pilot, which enabled the institution to evaluate areas of its e-Learning practice 

against those of the sector and to introduce some developments to its work in this 

area, including continued funding for the ELC roles. Between 2007 and 2008 

CountyUni participated in both the HEA/JISC Pilot Pathfinder and full Pathfinder 

projects, continuing the funding for the ELC posts and providing an opportunity for 

focused development and evaluation of e-Learning. Interestingly, the final report of 

the Pathfinder project noted that 

….the main challenge institutionally relates to keeping steady the foundations 

that have been put in place, and building on them. ...the engagement of staff 

and students in the area of technology enhanced learning is unlikely to be 

properly achieved if the infrastructure, mechanisms, teams and networks that 

have been developed…are not embedded in the medium term as key features 

of [the institution’s] approach to the enhancement of learning and teaching. 
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As will be discussed in Chapters 6, 7 and 8, it appears that one of the key challenges 

to CountyUni’s approach to the enhancement of learning and teaching is to provide 

leadership at a local level. 

5.14. Local level leadership by LTACs 2000-2004 

Three LTACs were appointed in 2000 (including the Researcher, as LTAC for the 

School of Science and Health). The LTAC for Nursing and Midwifery was appointed 

during 2001, with a senior member of staff “acting” in role until that time. In contrast 

to the IBIS co-ordinators, the LTACs became members of the Learning and 

Teaching Sub-Committee, with verbal reports on their activities as a standing item on 

the agenda. They were also members of their respective Faculty Boards of Studies. 

Between 2000 and 2004, LTACs also became involved in other working groups and 

ad hoc committees and were involved in staff panels constituted for QAA inspections 

for Taught Degree Awarding Powers (2003) and University Title (2005). The LTACs 

for the HEFCE Schools attended a national workshop on implementing LTS, 

sponsored by Hefce and delivered by Habeshaw, who had conducted one of the 

early reviews of institutional strategies for Hefce. Additionally, the LTACs were 

invited to sit on Steering, Validation and Re-validation panels for programmes of 

study.  

 

Alongside this work, the LTACs were involved with working with departments in their 

Schools on preparations for, initially, QAA Subject Reviews and later, Developmental 

Engagements. Regular LTAC activity included supporting departments to implement 

Peer Observation of Teaching guidelines and to write, implement and review 

departmental LTS and action plans. The LTACs needed to find effective ways of 

liaising across their Faculty departments. For example, the LTAC for Humanities 

visited departments individually whilst in Science and Health (which had a larger 

number of departments) meetings with the Faculty Policy Group (the Dean and 

Heads of Department) were used as a “first line” of discussion about particular 

issues, followed by department meetings. The LTAC for Education, a “single 

department” professional school, worked mainly at programme leader level. In 

Nursing and Midwifery the LTAC, who also had a managerial role as one of four 

Heads of Centre (formerly hospital-based Schools of Nursing), chaired the School 

Learning and Teaching Committee and used this mechanism to discuss and share 
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practice. All four post-holders had direct contact with their Faculty Deans, to whom 

Annual reports on their activities (see Appendix B (f) for examples) were submitted. 

 

During 2000-01 the LTACs, initiated by the researcher, met on an informal basis to 

discuss the activities of their role. Following the example of the LTAC for Humanities, 

who instigated meetings within her School for departmental learning and teaching 

“champions”, an informal institution-wide network was established in early 2002 

(Appendix B (d) and (e)). This proved to be an effective way of sharing examples of 

practice across departments. It also served to inform a different (and it could be 

argued, a previously “dis- or non- enfranchised”) tier of staff about matters discussed 

at the Learning, Teaching and Assessment Sub-Committee and of other teaching-

related strategic developments.  

5.15. Local level leadership by LTACs 2004-06 

The LTA network continued to meet until the beginning of 2004-05 when, due to staff 

changes and the increase from four to seven Schools, meetings were held with the 

extended group of LTACs only. In 2005-06, when the researcher took up a post 

within the Learning and Teaching Institute, full network meetings resumed until the 

end of the academic year, when departmental and school posts of responsibility 

were suspended. 

5.16. Local level leadership of learning and teaching 2006-10 

The suspension of department and faculty level leadership roles resulted, it is 

argued, in some significant challenges to providing effective academic development 

across the institution. It also impacted on the operation of the Learning and Teaching 

Sub-Committee, as LTACs had been the Faculty Board of Studies representatives 

on this Committee. Most declined to attend future meetings, although the LTAC for 

Health and Social Care agreed, when asked by their Dean, to continue to attend. 

Some of the role holders continued to act as a local “champion” for L & T, even 

though they were not being formally recognised or rewarded. (The School ELC posts 

were, however, continued until 2007 as they were funded by JISC/HEA Pathfinder 

Project, discussed above). 
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Unfortunately, the suspension of these roles was not communicated effectively, with 

even members of HRMS being confused about the situation. Significantly, the true 

rationale for suspending the roles was not made clear either. Not only did the 

institution need to “level the playing field” prior to conducting role analysis for HERA, 

part of the strategy was also, the researcher suspects, to set the (relatively small) 

financial savings achieved against potential demands - the cost of salary increases 

that would need to be paid when HERA was implemented. 

 

Furthermore, the suspension of the roles had an immediate impact on the design of 

CountyUni’s new academic framework. As described earlier in this chapter, all 

programmes of study at undergraduate and taught postgraduate level were 

revalidated within new academic frameworks with a 20-credit modular structure. This 

necessitated re-writing (or at least significantly modifying) all programmes of study. 

Not only was there a change in module credit but also the structure of the academic 

year was changed from semesters to year-long delivery. The rationale for this 

change was, from a pedagogical perspective, to provide a longer period for students 

to achieve learning outcomes and greater opportunity to use formative assessment. 

Secondly, to provide a mechanism for delivering integrated blocks of learning within 

40 credit modules. Lastly (and some would argue, the fundamental reason for 

making the change) to reduce the number of classes held and thus maintain capacity 

for delivery: an important consideration for a developing institution with limited 

flexibility for increasing teaching spaces. 

 

From a pedagogical perspective, the requirement to re-validate all programmes of 

study provided a valuable opportunity: to re-examine the principles on which each 

curriculum was designed; to review academic currency; to enhance the alignment 

between curriculum, learning outcomes and assessment; to build in greater 

opportunities for formative assessment, particularly at level 4; to develop 

programme-level “assessment grids” that would show all summative assessment 

points, assisting both students and staff in planning work; and to integrate the 

development of career development and academic skills. The LTI’s institution-wide 

programme of staff development, delivered during the programme re-writing process 

- a series of 30 workshops to which representatives from all departments were 

invited – had, however, limited impact. In the absence of a role-holder with particular 
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responsibility for learning and teaching to attend such events, the cascading of the 

information was limited. In practice, many of the re-validation documents were not 

developed as a result of joint consultation within departments/programme teams but 

by individual members of staff. At the validations only the Researcher and one other 

colleague were available to act as the “academic adviser” on pedagogical matters. 

This inevitably led to some inconsistency between programmes, as an academic 

adviser was not always present. 

 

In 2008, a member of staff who had been involved at institutional level in the project 

management of this initiative, conducted research for an MBA dissertation. She 

interviewed the Researcher about her experience of the project. In response to the 

question “What recommendation might you make in an attempt to improve the 

management of change in future” the Researcher responded:  

...if change has to come from the top…we need a very clear rationale and 

strong leadership at the top level and that just below senior management 

level….ideally, major change needs to discussed…at local level and certainly 

within faculties and departments, so that people understand why… 

5.17. The Learning and Teaching Enhancement Network 

In 2009, partly as a means to provide continued support for the enhancement of 

learning and teaching and also to create a means of sharing practice across 

Faculties, the LTI established an institutional “Learning, Teaching and Enhancement 

Network” (LTEN) in 2009, just prior to the QAA’s initial visit for the 2010 Institutional 

Audit. The purpose of the Network was to “support departments and programme 

teams on a consultative and advisory basis” (extract from the launch invitation, 

November 2009). The five Senior University Teaching Fellows (including the 

Researcher) and two of the Academic Development Advisers were each linked to 

one Faculty. The Academic Development Adviser for HE in FE was also a member 

of LTEN, with an overall role to support HE in FE initiatives. CountyUni’s two 

National Teaching Fellows were also involved in the initiative, one at Faculty level 

and the other as mentor to the team. An additional appointment to the team of Senior 

Teaching Fellows was made in 2010, which provided further support for LTEN’s 

activities. However, LTEN faces continual difficulties in liaising effectively with 

academic departments. The researcher suggests that this is for three reasons: the 

absence of local (departmental) contacts for Faculty link members to liaise with; the 
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challenge of a relative “outsider” (for example, a Senior Teaching Fellow who is not a 

member of the department) being able to establish close links with individual 

academics; and the lack of time for engagement with the work (Senior Teaching 

Fellows at CountyUni do not have any remission for conducting their role). 

5.18. The comparator site 

To provide a comparison with the experience of LTACs at CountyUni, the four 

Teaching and Learning Co-ordinators [TLCs]) at another HEI  were interviewed for 

this research. The Head of Learning Development (the line manager for the TLCs) 

was interviewed too. Their institution, MetroUni, was a former polytechnic that 

achieved University status in 1992. Although a much larger institution than 

CountyUni, MetroUni had, at the time data was collected, a four-Faculty structure. 

The TLCs were each appointed to a 0.5 post within each Faculty in 2000, their 

remaining time being for teaching on the institution’s programme of study for new 

lecturers and in their disciplinary area. At the time they were interviewed, the 

individual TLCs had each been in post for at least 6 years. However, change was on 

the horizon as MetroUni was establishing department level “learning and teaching 

lead” posts, to provide closer support for enhancement at a local level. Although not 

remunerated to the same degree as the TLCs, the posts attracted some remission. 

In contrast to CountyUni, CityUni has a PVC role for Learning and Teaching and had 

held consultation across the institution when their first and subsequent LTSs were 

produced for the HEFCE. 

5.19. Summary 

The foregoing description of CountyUni’s structure for supporting learning and 

teaching shows that considerable change took place over the duration of the 

research that is reported in this thesis. New local leadership roles that were created 

in and shortly before 2000 were discontinued in 2006 and 2007, although the Faculty 

of Health and Social Care retained an ELC, and in 2010, with the Faculty of 

Education, appointed a LTAC. This left specific direction for the enhancement of 

learning and teaching to individual academic departments, supported by a central 

unit. As will be demonstrated by the data from the research, although several 

members of staff continued to conduct enhancement activities in a voluntary 
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capacity, this situation led to a considerable variation in the capacity for 

enhancement across the institution. 

 

The following chapters: 6, 7 and 8, critically discuss how the results of interviews 

with local leaders and managers provided a more detailed picture of leadership for 

the enhancement of learning and teaching. 
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Chapter 6 

Doubt and understanding: the nature of local level leadership  

Chapter 6 is the first of three discussion chapters which, in turn, will explore: 

perceptions of local leadership; barriers and opportunities facing local leadership; 

support and development for local leadership. This chapter will explore perceptions 

of local level leadership from the perspective of staff who hold these roles, their 

peers and managers. This will be aligned with the extant literature on local 

leadership and of leadership more generally. The barriers and opportunities to local 

level leadership roles will be explored in Chapter 7, which will also revisit the theme 

of quality enhancement. Chapter 8 will consider the implications of the research for 

individual, team and institutional development, including links to the UK HE 

Professional Standards agenda and the notion of an “organisational development 

strategy”. 

This chapter seeks to answer the following questions: 

 What are the research participants’ views of the ‘leadership’ aspects of local 

leadership roles? 

 How are participants’ conceptions of local leadership (role-holders, peers and 

managers) different to those at the comparator institution, and what might this 

indicate? 

 What is the model of leadership that this data suggests is appropriate for 

enhancing learning and teaching at a local level?   

The chapter contains a significant amount of data taken directly from interviews 

conducted with the research participants. This has been done purposefully, to 

demonstrate the views of leadership as spoken by the local leaders themselves and 

by senior managers. In addition to providing a rich picture of the ‘leadership’ aspects 

of these local roles (a notion which a significant number of participants at all levels 

found difficult to accept), the quotations also illuminate some of the challenges of 

local leadership. The ‘problem’ of “responsibility without power” is considered. The 

data reviewed in this chapter is particularly focused on the leadership aspects of the 

roles being investigated. Other issues relevant to change, quality enhancement and 

policy implementation are considered in Chapter 7, and those of professional and 

organisational development, in Chapter 8. 
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6.1. Chapter content 

Background information about the three phases of data collection conducted for this 

research is presented first, together with contextual details about the site of the 

research, CountyUni, at the commencement of the study. This is followed by a brief 

review of findings from the earlier Pilot Study, leading to a consideration of findings 

from Phase 1 on the theme of “leadership”. The theme is continued in the exploration 

of data from Phase 2 of the study, which explored the perceptions of a wider range 

of staff in local leadership roles, including those at the comparator institution, 

MetroUni. The concept of power will be explored between the findings from Phases 1 

and 2 of the data: a lack of power was perceived by participants as a “barrier” to 

conducting local leadership roles. Links are made to relevant organisational changes 

that had taken place at CountyUni during this period.  

 

Findings from Phase 3 of the study will then be considered. Phase 3 explored 

perceptions of local leadership through focus groups of staff at CountyUni. Two 

groups were of programme leaders and a third of current and former ELCs. 

Additionally, semi-structured interviews were conducted with staff in managerial 

roles, thus sampling perceptions across both local and formalised leadership roles.  

 

6.2. Contextual information: CountyUni 

Chapter 4 (Methodology) explained how Phase 1 of this research comprised semi-

structured interviews with two of the three LTACs then in post at CountyUni (the third 

being the researcher and the fourth not having been appointed following the move of 

the previous role-holder to another HEI). Phase 1 also included interviews with a 

LTAR (Learning, Teaching and Assessment departmental Representative) a former 

LTAR, a Lecturer and the Assistant Registrar for Quality Enhancement.  

 

Chapter 5 (The Research Site) and Appendix B(a) noted that in 2004, when Phase 1 

Data was collected, CountyUni was a College of Higher Education and still had a 4-

School  structure. An active but informal network of School and Departmental 

LTAC/LTARs had been established and, from 2003, was provided with 

administrative support (Appendix B(d) and (e)). A number of QAA disciplinary 
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reviews had taken place and CountyUni had been awarded TDAP. The institutional 

LTS was being enacted locally through departmental action plans. The LTACs were 

meeting informally on a six weekly basis to discuss their work. Discussion about 

future funding of the roles had commenced at a management level but was not 

discussed with the post-holders themselves. 

 

The pilot study conducted prior to this research (Box 1, Reflective commentary 1, 

p.5) had identified a number of significant themes. These were explored in more 

detail in Phase 1 of this research, which was designed to establish whether the 

themes had been maintained over the two years since the pilot study was 

conducted, and the extent to which they still represented significant issues for the 

participants. By considering these themes with staff in related roles, Phase 1 of the 

research also sought to explore how far the perceptions were shared. 

6.3. Main themes identified in the Pilot Study 

In the Pilot Study, one of the three LTACs had said, in response to the researcher’s 

introduction to the purpose of the study: 

… you say “leadership”. I’m not altogether sure I feel like a leader... to me a 
co-ordinator is a bit more, I don’t know, shoulder-to-shoulder, possibly? - 
receiving from one place and disseminating; passing back information… 

Pilot Interview 3, LTAC School of Humanities 
 

Another LTAC commented: 

I felt that this was an area where we [the School of Education] could take a 
lead. All of us are supposedly the “experts” – but one of the difficulties is 
getting consensus.  

Pilot interview 1, LTAC School of Education 
 

The third LTAC’s main role, rather than being a Senior Lecturer, was that of a 

manager in his School, Nursing. He commented: 

I’m the Chair of the LTA Sub-Committee in the School… and that is what I 
see as the embodiment of my LTAC role…issues…come to my committee, 
which we then debate, discuss and push out to the broader School. I think 
that is a substantially different view of the role to what you’re doing.  

Pilot Interview 3, LTAC School of Nursing 
 

These three excerpts illustrated variation in the extent to which participants 

associated the ways in which they conducted their role with ‘leadership’. The 

participant in Pilot Interview 3 appeared reluctant to accept leadership as an element 
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of the role and not to be aware that the words she used to describe her work as 

being “shoulder to shoulder” are, as “working alongside colleagues”, a characteristic 

of leadership, particularly in the context of team work. The LTAC from the School of 

Education expressed a view that is common within the discipline: that academic staff 

working in teacher education have superior knowledge to other academic disciplines 

with respect to learning and teaching in HE more generally. However, this is not 

necessarily the case, particularly, as at CountyUni, students are being prepared for 

teaching careers in the ‘early years’ and school sectors. The link between local 

leaders’ ‘main’ academic role and their role efficacy is also identified, a perception 

that was also linked to concepts of ‘power’. Furthermore, time (or rather, the lack of 

it) was identified as a significant barrier to making progress in role activities. The 

theme of time as a barrier will be explored in Chapter 7. 

6.4. Phase 1: Exploration of Pilot Study themes 

Phase 1 of the research (Appendix A (g)) re-interviewed two of the LTACs whose 

comments appear above. In the second interview, the participant, still unsure of 

whether her role was one of leadership, stated: 

…the more I thought about it, the more I’d concluded that the LTAC was 
actually a “bridge” role; it was an attempt at that time to address the need 
to develop learning, teaching and assessment but possibly never had long 
term value.. it’s leadership, possibly.. I mean, we’ve had to all the time 
suggest and cajole and persuade and justify….  
 

In response to a comment from the researcher that during the course of their work 

the LTACs had been asked to support the implementation of institutional policies 

locally and provided staff development sessions, the participant went on to say: 

….mmm, does that constitute “leadership”?...I think it’s a bit more [of an] 
“expert” in inverted commas, well, “support” I think I would call it. 

Interview 2, LTAC School of Humanities 
 

Interestingly, the last comment about expertise is integral to the discussion of 

power in this context, to be discussed later. 

The LTAC from the School of Education had particular difficulties at the outset of his 

role in effecting communication across the School to disseminate practice. However, 

in 2004 he was able to report that: 

…that’s changed almost the opposite way round now…we have 
programme leaders’ meetings…so that… I can get straight in at 
programme leader level. 
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When asked what might have contributed to this within the School, the participant 

commented on the impact of the new Dean, who 

…is a facilitator…she recognises where people want to do things and then 
provides the means for it to be done… it’s a change in style and approach, 
far more open… 
 

This comment supports the views of Fullan (2001) who states “Good leaders 

foster good leadership at other levels.” (p.10). Similarly, Bryman (2007) notes 

the significance of the Head of Department’s ability to establish a collegial 

environment where “professional and possibly personal support” is provided, 

and the impact of this on the effectiveness of departmental leadership. 

 

When asked where his own role fitted in to the organisation of the School, the 

participant explained: 

I have the same status as a programme leader…at that level of decision- 
making…in our School we don’t have departments and heads of 
department…the equivalent….is programme leader…I have an equal 
say…my vote counts along with everybody else’s. 

Interview 1, LTAC, School of Education 
 

The interviews with other staff in Phase 1 provided further perspectives on this 

theme. The LTAR identified lack of strategic leadership at departmental level as 

being a challenge and went on to describe leadership as  

The ability to set goals, to follow those goals…to identify priorities 
and...problems...and identify ways forward. 

 LTAR, Department of Geography 
 

However, this participant also went on to say that a lack of strategic leadership at 

department level had provided him with a valuable opportunity to explore his own 

potential for leadership which, within the LTAR role, he saw as 

… definitely not only about strategy, it’s leading by example, I’m sure of 
that…they [departmental colleagues] might have thought…maybe we 
should follow [name of participant]… I guess I was quite pleased with that 
and surprised as well. 
 

So perhaps, in contrast to Fullan’s and Bryman’s views quoted earlier, limited 

leadership at department level may also provide emergent leaders, if they have 

the opportunity to do so, a valuable chance to explore their potential.  
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A former LTAR, who was now a Deputy Head of Department, felt that at first, his role 

was one of co-ordination but  

…if we can tie it in with some supervisory role in the department then it 
does become leadership and I think it’s perceived as such by staff, which I 
think is important. 
 

Additionally, this participant commented on the value of particular characteristics to 

undertake a local leadership role effectively: 

You want somebody who is enthusiastic about teaching… and who has the 
position… to be able to get people to sit up and listen… you need the right 
person in the post and I think there is a character issue there.  

Interview 4, former LTAR and Deputy Head of Department of Business & 
Management 

 
There is an emerging view here about the need for a certain level of seniority within 

the local academic community to enable effective leadership to take place. This will 

be reflected in the model for local leadership proposed later in this Chapter. The data 

in Phase 1 identified the view that there was, for some participants, a perception of a 

positive relationship between the status of the local leader’s ‘main’ academic role 

and their ability to fulfil the leadership aspects of their LTAC/LTAR role. Although 

holding a departmental management post may conflict with the importance of leading 

from within a community of scholars, it is perhaps, a reflection of the requirement 

that these roles had in enacting institutional policy at a local level. Indeed, the ‘main’ 

roles cited in the data – programme leader, deputy Head of Department - are not 

particularly senior in HE management hierarchy overall, suggesting that holding a 

role at these levels - still within a local academic community - might be sufficient to 

make a significant difference to the influence a local leader can exert.  As discussion 

of the programme leader role in Phase 3 of the research will show, possession of the 

former title on its own does not appear to confer any ‘power’ to the recipient, a 

further concern that participants expressed. The concept of ‘power’ is discussed later 

in this chapter. 

 

Enthusiasm for teaching within a disciplinary context was identified by Henkel 

(2000, p.210) as one of the most important components of an academic identity. 

It is important to remember this disciplinary commitment, and the motivation for 

developing students’ disciplinary knowledge it provides, when designing 

strategies for enhancing learning and teaching. Although engaging in disciplinary 
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research is often considered to be the pinnacle of an academic role, so also is 

teaching and enthusing students about their subject.  

6.5. Recognition/acceptance of leadership activity 

Ford and Hardy (2007) note that conceptions of leadership are often heavily 

influenced by historical images and culturally transmitted ideas, so that it may be 

difficult for “someone to hear the word ‘leader’ and dissociate it from its earlier 

meanings.” The participants might still have found it very difficult to move away from 

a traditional idea of what leadership might entail.  The initial and continuing doubt 

about whether the LTAC role was one of leadership could also be interpreted as a 

manifestation of the tension that traditionally exists between academic and 

leadership (perceived as ‘management’) roles. As Macfarlane (2004, p.14) argues, 

academic staff may have a negative view of ‘management’, due to its association 

with ‘new managerialism’ (Deem, 1998) rather than to the traditional ways of working 

that promote a collegial culture and decision-making process. Indeed, since these 

roles were predicated on working in a ‘local’ context, it is understandable that a 

management-orientated conceptualisation of leadership would not fit well with 

principles on which the roles were based. This attitude is not restricted to local level 

leadership roles. Deem, Hillyaer and Reed (2007) in their research into manager-

academics’ identities, found that over time, the managerial aspects of senior roles 

appeared to be more accepted but that there was still a strong disciplinary “pull”, 

particularly at Head of Department level (pp.106-7). 

 

Bolden, Petrov and Gosling (2009) in their investigation of the concept of distributed 

leadership in HE, noted that only in the area of research was taking on a 

“management” role seen to be acceptable to academics, because the work of 

research is more aligned with traditional loyalty to, and identification with, a 

discipline.  A research manager or leader is therefore less “in conflict” with the values 

and approaches that underpin academic identities. It is important to note that the 

“discomfort” of taking on a formal leadership or management role is not confined to 

HE. Gleeson and Knights (2008) explored a related theme in their study of FE middle 

managers who were reluctant to progress to formal ‘leadership’ positions. Two main 

reasons were cited for this reluctance: a concern with the [national] focus on 

leadership to cure the sector’s problems combined with a genuine desire on the part 
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of the staff not to lose touch with their academic community and identity. Hotho, 

McGoldrik and Work (2008) note that “academics as managers and leaders are 

problematic” since they may be perceived by their peers as being “collaborators” with 

a managerial culture which is at odds with traditional academic values. The concept 

of academic identity and its relationship with local leadership and organisational 

development, will be explored further in Chapter 8.  

 

Aside from concerns about links between leadership and managerialism, another 

explanation for the reluctance to accept the label of ‘leadership’ for these role 

holders is simply that this aspect of the work had not been recognised, 

acknowledged and supported at CountyUni, nor was any role-specific CPD 

considered or provided. Explanations for this, and a discussion of the possible 

consequences of not identifying and highlighting this facet of the roles, will be 

explored further in the discussion of the second and third phases of data collection 

below and in Chapter 8, when organisational strategies for supporting leadership 

development will be considered. 

6.6. Identification of leadership ‘descriptors’ 

Despite the concerns and limitations to leadership which the participants in Phase 1 

demonstrated, the language they used to describe their activities - in metaphors and 

in describing behaviours and practices - can be seen to be paralleled in the 

vocabulary of leadership literature. This applies particularly to theories and 

approaches that have been advocated comparatively recently: Almio-Metcalfe and 

Alban-Metcalfe’s (2008) Engaging Leadership; Robinson’s (2008) Unconditional 

Leadership. Commonalities are also evident with interpretations of distributed 

leadership, particularly where it is used to describe leadership within teams, and 

what Bolden, Petrov and Gosling (2008) describe as leadership with “horizontal 

influence”: roles which rely on the exercise of interpersonal skills. Thus, when the 

participants quoted here used words such as “bridge”; “cajoling”; “persuasion”; 

“expert”; “facilitating”;  they were using language that, according to the literature, 

clearly indicates the presence of leadership characteristics in their work. Before 

considering these ideas further, the analysis in relation to the concept of local 

leadership in Phases 2 and 3 of the research are considered. 
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Initial analysis of the Phase 1 data (seeking evidence of the themes identified in the 

Pilot Study) reassured the researcher that continued exploration of the nature of 

local leadership and the ways in which it was exercised was justified in Phase 2. The 

passage of time between the Pilot Study  and Phase 1 (2 years), combined with 

capturing similar views from participants in a wider range of roles, also suggested 

that both the concept of leadership and the personal characteristics (whether 

participants thought that these roles embodied leadership or not) warranted further 

examination. The context of the role, for example, in relation to the departmental 

culture and organisation, was also emerging as a factor that influenced how the post-

holders viewed the success or otherwise of their work. Phase 2, however, did not 

take place as soon as the researcher had originally planned, due to significant 

institutional changes that took place at CountyUni. These are explored below. 

6.7. Phase 2 institutional background: CountyUni 

Chapters 4 and 5 (Methodology and Site of the Study) explained that after Phase 1 

of the research, which was completed in 2004 and initially analysed in 2005, three 

significant changes took place at CountyUni. Firstly, the institution developed its 

organisational structure to have 7 Schools of Study (later to be named as Faculties), 

thus increasing the number of staff holding LTAC and LTAR roles. Secondly, in 

2006, Departmental and School posts of responsibility were suspended (with the 

exception of the ELC roles, which were funded for a further 12 months). Thirdly, the 

institution moved to offer all taught programmes in 20 rather than 15 credit modules 

and to move from semester to year-long delivery, requiring all programmes to be “re-

written” and re-validated during the academic year 2006-7.  

 

In 2006 the researcher was seconded for a year to design and deliver institutional 

level CPD for the institutional re-validation  project and, as a result, was permitted to 

suspend her PhD studies for 6 months in 2007. In reality, the three institutional 

changes had a much greater impact on the conduct of the research than the six 

months’ discontinuation of research might suggest (Box 2, Reflective commentary 2, 

p.72), although as will be seen, this ultimately enriched the data by providing 

additional dimensions to both the participants’ and the researcher’s perceptions of 

their roles and to the “story” of how leadership of academic practice was perceived 

and enacted at local level at CountyUni. Phase 2 of the research was therefore 
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postponed, recommencing in 2008. The aim of this second phase was to explore the 

themes that were confirmed as of significance in Phase 1 with a group of staff at 

CountyUni who had held School/Faculty posts of responsibility prior to their 

discontinuation or who had continued to carry out their responsibilities on a voluntary 

basis, usually with reduced levels of activity. Some of these participants were 

therefore considering their local roles in retrospect. 

6.8. Phase 2: Reinforcing views of local leadership  

Appendix A(h) shows the semi-structured interview schedule for this Phase, with 

notes indicating prompts for each question. In order to locate the discussion of 

leadership alongside the other issues to explore, this theme was left until the latter 

stages of the interview. The researcher felt that this would avoid the theme becoming 

the “centre of attention” and thus provide a more balanced view of participants’ 

perceptions. The participants were provided with an outline of the questions prior to 

the interview. 

One of the participants in this Phase, a former ELC who was continuing her Faculty 

role (Humanities) in a voluntary capacity commented: 

I characterise it [leadership] as…someone who was trying to set an 
example of certain ways of doing things…so it was er, a collegial sort of 
leadership… not sort of holding up the standard and leading a throng 
behind you but clearly trying to move people forward in a certain direction. 
 

The participant added: 

I thought of it in terms of academic leadership…. all that, sort of, trying to 
get people to shift behaviours a bit. I suppose leadership in other areas 
[than e-learning] isn’t so complex because people are not wanting to use it 
or frightened to use it [e-learning]…there are a whole load of reasons why, 
and you are trying to shift them out of that with various ‘carrots’. 

(Interview 14) 
 

Another former LTAC (Faculty of Art and Design) said: 

I think it depends on the context, I think sometimes it did have a 
particularly, erm, strong role as a leader, but it was nearly always leading 
by example…I suppose it’s difficult to think about it without thinking about 
power… I’m not sure if it was ever a hugely powerful role but it was an 
‘enabling’ one… it was perceived in that way but it was a significant role, I 
think it enabled one to push things forward…  

(Interview 12) 
 

A former LTAR in the Department of English, commented: 
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I see leadership in the sense that I think by taking the initiative….you know, 
it’s not necessarily a great thing in the sense that…it’s not…you know, 
some grandiose thing, I think it’s just thinking “would this be a good idea, 
shall I try it?...and then [being] the persuasive one… I suppose the other 
leadership area is the organisation of things… staff development… 
encouraging people to give papers…yeah, I would say that the main thing 
would be trying to persuade. 

(Interview 11) 
 

In Interview 10, a former LTAR, who went on to become the LTAC for her faculty 

(Science and Health) for six months until the post was suspended, commented: 

They could be [leadership roles] but I think for that to happen the role has 
to be given, not importance, but recognition from ‘the powers that be’; 
…people can come in for… advice or consultancy…[LTACs need] to be 
seen as the expert I suppose…we can’t be experts in everything so we 
need to know who to go to for these different [areas of practice]. 

(Interview 10) 
 

The former ELC in the same faculty suggested that leadership was to do with 

supporting others and 

…influencing and encouraging .... 
 

When the researcher enquired whether the participant felt she had enough power to 

be able to do this, she replied: 

When the role was funded I did think we had some. Well, our colleagues 
could see we had been paid to do it and … they wanted to capitalise on 
that… 

(Interview 9) 
 

Another LTAR felt as follows: 

…I guess if you think of the word [leadership] as [having] some onus on 
it….but no, I think it’s more to do with…. facilitating and co-ordinating…..[in 
learning and teaching ]…it has to be on a very direct, very practical [level], 
helping and supporting… 
 

The former LTAR for Sports Science expressed similar views: 

… it is primarily about….disseminating, taking ideas forward, being a point 
of contact. Ideally, I’d like it to be more than that but then how do you get 
people to engage if they don’t want to? So I don’t see myself as a 
leader…You’re talking about power, you’re talking about authority…. whilst 
there’s none of those things… it’s a reporting mechanism through the 
committees, back to the committees, informing the committees: is it a 
leader? Or is it more akin to….[a] sort of expert, [an] informer? 

(Interview 7) 
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6.9. The power dimension in local level leadership 

Power, or rather, the lack of it, was one of the themes identified early on in this 

research. It is an important concept to explore in the context of local level 

leadership because of the perception that without ‘power’ (to persuade individual 

colleagues, teams and groups to change their behaviours and practice) it was 

difficult to carry out the responsibilities that these roles involve. Examples of role 

responsibilities which were of concern in relation to an absence of power 

included: enacting learning and teaching strategy at a local level; ensuring that 

departments implement policy on peer observation; encouraging colleagues to 

put teaching material on-line, and so on.  

 

A lack of power in relation to how the role-holders are included in an institution’s 

hierarchy (positional power) might present a real challenge in becoming involved 

with institutional policy development, although this can be mitigated, particularly 

in the case of strategic development, by structured discussion and engagement 

at a range of levels. The researcher argues here that the perceived lack of 

power in local roles suggests, perhaps, a misunderstanding of where power 

resides, particularly in relation to knowledge and expertise. A greater 

understanding of the concept of power, and particularly of how respect for 

expertise is a valuable tool in influencing behaviour change in academic 

communities, could be key to building confidence in this aspect of local 

leadership practice. 

 

Handy (1993) discusses the centrality of influence and power in social 

interactions. His explanation of the relationship between these two concepts 

provides a useful basis for exploring how the power in local level leadership 

roles might “work” in academic settings:  

Influence is the process by whereby A seeks to modify the attitudes or 
behaviour of B. Power is that which enables him to do it. 

Handy (1993), p123. 
 

So, although local leaders in this research have referred to their lack of power as 

a particular challenge to conducting aspects of their role, the situation is, it is 

argued, slightly more complex. Whilst they may lack positional power, the form 

of power that enables them to influence change within academic communities 
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comes from another source. Power exists in several forms and so “expert” 

power, “that which is invested in acknowledged expertise” (Handy, 1993, p.130), 

needs greater recognition and acknowledgement. Indeed, “expertise and 

knowledge” are identified by both local leaders and managers in this research as 

being critical aspects of these roles.  

 

The concept of power in relation to hierarchical position has some negative 

connotations, and so it is perhaps not surprising that  individuals in non-

managerial academic roles, wary of the rise of ‘managerialism’ in HE, talk about 

a lack of power when the conduct of their role is limited by the ‘top-down’ nature 

of organisational management. Similarly, the greater cultural emphasis in all 

areas of society on the abuse of power tends to overshadow awareness of the 

area of “expert power”, which, in academia generally and in local contexts in 

particular, is likely to be more significant. As Handy (1993) suggests, expert 

power is “the least obnoxious of the sources of power” (p.130). Also, as the 

discussion of change management in Chapter 8 will show, to influence attitudes 

and behaviour through knowledge and expertise is to capitalise on values that 

are fundamental to academic communities, leading to more sustained and 

embedded change. This is supported by Middlehurst (1993) who explored a 

variety of perspectives on the relationship between power and influence. She 

illustrates one of the perspectives with reference to the work of Moodie and 

Eustace (1974) refer to “the ability to change….by persuasion, through reasoned 

arguments” is particularly relevant to academic communities (p.29). 

 

This discussion of power and influence has implications for supporting and 

utilising the potential of local level leadership roles. It is suggested that 

opportunities to explore the ‘power and influence’ aspects of these roles could 

contribute to their efficacy. Chapter 8 will consider this in more detail when 

exploring individual and organisational development for supporting the 

enhancement of learning and teaching. 

6.10. Phase 2 – Comparator Site of Study 

After semi-structured interviews were conducted with former and current local 

leaders at CountyUni, the research moved to collecting data from staff in local 
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leadership roles at another HEI, MetroUni. As explained in Chapter 5, MetroUni had 

School-based Teaching and Learning Co-ordinators (TLCs), a role that had been in 

place since 2000 at Principal Lecturer (PL) level, with remission of 0.5 of a teaching 

timetable and a requirement to contribute to the institution’s teaching workshops for 

new staff. Although a much larger University than CountyUni, as a former 

polytechnic with approximately 25K students in 2008, MetroUni had retained a 4-

school structure. At the time that the TLCs were interviewed, the University was 

planning to appoint department-based “Learning and Teaching Leads” (LTLs). By 

early 2010, when the Head of the Educational Development Unit at MetroUni was 

interviewed for this research, the LTLs were largely in post, and there was some 

doubt about the continuation of the TLC role. 

 

Before exploring some of the responses from the TLCs at the comparator research 

site, it is important to note that these roles at MetroUni had been established on the 

basis of much more strategic planning and preparation than at CountyUni.  A senior 

member of staff in MetroUni’s EDU had, in the late 1990s, invited a colleague from 

another post-1992 institution, who already had similar roles in place, to visit MetroUni 

to explain how such work contributed to their enhancement strategy. Following 

agreement to appoint to similar roles, MetroUni then invited the same colleague to 

provide CPD for the new appointees, all of whom were in place before HEFCE’s 

invitation to submit Learning and Teaching Strategies in 2000. Additionally, the 

development of MetroUni’s Learning and Teaching Strategy took place across 

institutional levels, with contributions invited from all departments. This level of 

institutional engagement with both the LTS and the enhancement roles, combined 

with a longer time as role-holders, possibly accounts for the level of confidence with 

which the TLCs discussed their roles in 2008, as demonstrated in the following 

excerpts. The discussion here starts with responses to questions about the TLC role 

and leadership: 

… I did see it as a leadership role and I think the fact that it was recognised 
as a PL role…reflects the fact that it has the leadership component…I did 
exercise leadership in terms of pulling the L & T group together, 
encouraging people to share practice, helping people to value L & T as an 
entity…[I] tried to be transformational. 

(External interview 3,TLC, School of Health). 
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I do [see myself as a leader]…I guess I’m making a distinction between 
management and leadership…I certainly don’t see myself as a manager, I 
see myself as a leader but not in a very traditional way…I see myself as a 
leader by enthusiasm, by commitment, by a role model rather than 
deliberately and strategically leading. I do think my own skills are more 
personal than strategic. Well, if there’s a spectrum [with] leadership at one 
end and management at the other…I’d see myself towards the leadership 
far end, really….something about the person than the process…the team 
[of TLCs] coming together has taught me huge amounts about my position 
as a leader...  

(External interview 1, TLC, School of Social Sciences). 
 

No, I don’t see myself as a leader, I do see myself as an influencer…there 
will be people in the Business School who will think “Oh, I can go and see 
[the participant] and ask her about this and she will steer me in the right 
way” but leadership isn’t perhaps the term that I would use for it….  

(External interview 3, School of Business). 
 

Well, yeah, I suppose in the broader sense…which is a challenging one 
because I don’t have any formal authority, so its leadership by whatever 
means I need to…for example, PDP – I am associated with that and I am 
probably seen as having credibility…[it’s] leadership by credibility or 
example.  

(External interview 2, TLC, School of Applied Science) 
 

The EDU manager at MetroUni, described the TLC role as follows: 

Yes [it is a leadership role]; I think the difficulty, well, the difficulty in the 
whole of academic life, even if you are a manager…you don’t really have a 
lot of power…you think you have got status [so] you have got power and 
authority – [but] that isn’t true, so you have got to work through leadership 
and influence because it doesn’t work any other way. So, I think they saw 
themselves as leaders, facilitators….led by example…being a role model. 
At the beginning we did not call them champions or leaders, it was co-
ordinators they wanted, they [LTCs] didn’t see themselves as leaders…and 
to be honest that might have been to their detriment in terms of what senior 
management felt. 
 

On the subject of power, the TLCs responses included the following comments: 

I don’t think we had any overt or tangible power …no, we don’t really have 
any and I’m not really sure, we don’t….I think we would be having to be 
sort of sitting on a sort of a little political block on Academic Board for 
example, and I don’t think we really want to do that. I don’t think we want to 
become embroiled in the formal structures…[but] actually, there’s probably 
as many arguments for being more prominent on relevant committees… 

(External interview 2, TLC School of Applied Science). 
 

…if my name is on a document against something, I have done something 
about it, so I don’t feel that powerlessness. 

(External interview 3, TLC School of Business) 
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In response to a question about whether the participant felt they had power to carry 

out the strategic decisions they were asked to make, the reply was: 

No, that’s exactly [the problem]…it was a great source of … a great deal of 
frustration and I felt that although there was a job description…  in terms of 
who was managing me and giving me direction, that was never properly 
clarified…. 

(External interview 4, TLC School of Health). 
 

Detailed examination of these transcripts again demonstrated the same use of 

vocabulary when the local leaders, both at CountyUni and at MetroUni, described 

their roles. However, as noted earlier, the TLCs discussed their roles with greater 

confidence. Compared to the LTACs at CountyUni who held similar roles, they also 

demonstrated knowledge and understanding of how they were working as leaders. 

This could be attributed to a number of reasons, not least of which would be the 

greater preparation and local support for the roles provided by the institution and 

also the strength of the leadership that they were given, since, although they were 

line managed by their Faculty Dean, the Head of the EDU played an important role in 

determining their activities at local level. It could be hypothesised that local 

leadership roles’ capacity for influence is dependent upon the level of strategic 

awareness about the roles and how they might operate. This links to Gronn’s work 

on “Leadership Configurations” (2009) where the author explores the impact of not 

just single leaders but also of the “pattern or arrangement” of leadership practice. In 

reality, Gronn argues, the effect of leadership is a combination of the work of leaders 

working at a variety of levels (for example, the TLCs and the manager of the EDU at 

MetroUni). Using the term “hybrid leadership” Gronn discusses how this concept is a 

more accurate reflection of how leadership “works” in practice, particularly when 

compared to the theory of distributed leadership; it is also a useful concept when 

looking at why local leadership might be more effective in some situations than 

others. Bolden et al (2009) considered not only the way in which leaders at different 

levels interact but also how leadership is enacted across a University “within 

systems, activities, practices and relationships”. This idea will be returned to later in 

this chapter, when a model of local level leadership is presented, and also in Chapter 

8, when leadership strategies will be explored in relation to organisational 

development. 
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A further perspective on the differences identified between the TLCs at MetroUni and 

the LTACs at CountyUni is the participants’ view of the focus of their professional 

identity. The TLCs had a 0.5 remission from teaching and a requirement to 

contribute to the University’s initial training programme for lecturers. Formally linked 

to the EDU, they had a clear sense of identity as “educational developers”. By 

contrast, although the LTACs, LTARs and ELCs at CountyUni were engaged in 

similar areas of work, they did not share the TLCs professional identity, as they 

spent a greater proportion of their time as lecturers within their subject disciplines. 

Additionally, it could be argued, they did not have the security and knowledge base 

of ‘educational development’ to inform and help lead their practice. Taylor (2005) 

describes how ‘academic development’ (the term for educational development more 

commonly used in Canada) has emerged as an area of leadership. In her research, 

participants “made frequent spontaneous links to leadership” and also identified a 

number of attributes in the academic development context, including “facilitating the 

learning of others” as a key aspect. Again, Taylor’s research illustrates a more 

sophisticated understanding of working with colleagues and what it can achieve, as 

this extract from one of her research participants demonstrates: 

I tend to initially think about [a leader] as a person who has a vision and 
then gets people to implement it in some way. I guess I see that through 
facilitating change and through teaching, really….and then modelling and 
discussing reflective practice; collegial practices; critical thinking; being a 
role model…. 

(Taylor, 2005) 
 

The significance of developing an appropriate academic identity for local leadership 

roles will be explored further in Chapter 8. 

6.11. Phase 3 research strategy: “saturation” through theoretical 
sampling 

Following Phase 2 data collection, the key words and phrases that participants had 

used in Phases 1 and 2 were collated. This evidenced that the use of the word 

“leadership” at a local level was to some extent contentious but also that, because of 

the commonality of language used to describe this and the other themes (barriers 

and challenges, to be discussed in Chapter 7), it would again be useful to explore 

these areas more widely through further theoretical sampling (i.e., repeated 

investigation through focusing on particular issues to establish validity). Evidence of 
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“saturation” about local leadership was beginning to be demonstrated (Corbin and 

Strauss, 2008, p.145). As outlined in Chapter 4, Methodology, this led to Phase 3 of 

the research where data was collected from focus groups of former and current 

“local leaders”, several of whom were Programme Leaders, and with former ELCs. 

Additionally, semi-structured interviews were held with 8 senior staff, ranging from a 

National Teaching Fellow working at Professorial level to the Deputy Vice 

Chancellor. 

6.12. Local level leadership: views from focus groups  

The schedule for the focus group discussions appears at Appendix A(h). Programme 

leaders (2 groups) were included because the word ‘leadership’ in their role title and 

the implied relationship between this and team building. It was felt (supported by, for 

example, the work of Blackmore, 2007) that this might be another area of academic 

practice where differences in the acceptance of “leadership” at a local level might be 

revealed. A separate focus group was conducted with current and former ELCs: 

although their role had been established at CountyUni for the longest length of time 

(Appendix B (a) and (b)), their engagement with core enhancement activities had 

been limited by their alignment with IT support communities, rather than with learning 

and teaching. Building on the data from Phase 2, it appeared that individuals in this 

particular group of colleagues had varying levels of awareness of their leadership 

role.  

On leadership, the ELCs echoed some of the views of earlier participants: 

“I think I saw it as a leadership role, but I don’t necessarily expect a 
leadership role to come with the managerial advantage which I [would] find 
useful…. There is a lot of enthusiasm in the first year or so and then it 
starts to dilute as the role was changing…perhaps zapped some of the 
energy…but there was also something at the corporate level, something 
going on that was a bit of a distraction..[the JISC/HEA Benchmarking 
exercise]… we didn’t have enough leverage at the centre [for VLE 
development]…. that probably meant the role has been perceived rather 
weakly within the Faculty…” 

(Focus Group 1, former ELC, Work Based Learning) 
 

Another ELC commented: 

…you are given responsibility without the power to make anything happen, 
you are reliant on people’s goodwill, a willingness to engage the support of 
different managers, department heads…not much really 
happened…because my post wasn’t full time…  

(Focus Group 1, former ELC, Health and Social Care) 
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As can be seen from these excerpts, the “power” dimension is a recurring theme 

as Vallence (2006) identified. The participant quoted above suggests, perhaps 

unknowingly, that influencing skills plays a significant part in their work. The 

mention of “goodwill” is significant, too: an indication of the interdependency of 

leaders and managers to enable change to occur. 

 

The discussion in the programme leader focus groups provided further “reluctance” 

or even “denial” of leadership as an element of this role. Given that CountyUni, at 

this time, did not provide any CPD for programme leaders, it is perhaps not 

surprising that the leadership aspect, particularly in relation to leading the teaching 

team, was not generally acknowledged. However, attitudes towards this may also 

have been informed by the way in which programme leaders are appointed at 

CountyUni – not necessarily being more experienced members of staff – and also 

from the institution’s shared understanding of what a programme leader is 

responsible for: mainly QA and administrative matters. Lack of line management 

responsibility for those in the programme team appeared to be a major contributor to 

this view. Likewise, lack of power was mentioned: 

I have no power to, or responsibility to say, well, that member of staff 
needs….programme-wise then yes, we do have responsibility for saying 
we could do with half a day to discuss these things…I’d have to say, I have 
more clout as being a deputy head… if I was just a programme leader I 
would be to be very much just one of the team…you bring leadership in 
making sure the programme is delivered. 
(Focus Group 2, programme leader, Department of Law, also Deputy Head 

of Department). 
 

It’s not the programme leaders, it’s the subject areas that make the 
decisions…last year we made a decision, went ahead and did something 
and then were rapped over the knuckles because we did it before our Head 
of Department suggested we did it, so that is your [the researcher’s] idea of 
leadership from the underneath; we thought it was a good idea.  

(Focus Group 3, programme leader, Sports Science). 
 

It’s nothing more than semantics… there is someone somewhere who has 
decided, right, these are now programme leaderships because ‘leadership’ 
has…less of a dictatorial stance than ‘programme director’… it’s the 
fashion of the time…in effect, you’re the one who does all the groundwork, 
co-ordination, administration…  

(Focus Group 3, programme leader, History). 
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With some prompting about leading the members of the team, participants 

commented: 

In a sense, [when] developing [curricula]...  
(Focus Group 3, programme leader, Maths) 

 
We have to respond to workforce issues…the programme leader has the 
strategic role because they are initiating that response…so they are 
leading the team in curriculum development.  

(Focus Group 3, programme leader, Early Years Education). 
 

... if you’ve got new people, then you’ve got to help with mentoring them 
and so on.  

(Focus Group 3, programme leader, Biology). 
 

Interestingly, few of the participants highlighted the programme leader’s role in 

motivating and setting standards for the teaching team or ensuring that teaching 

is informed by subject scholarship and leading edge research: areas where they 

could influence the team positively from a position of “expert power”, assuming 

that they were a programme leader at least in part on the basis of their 

disciplinary knowledge. As will be shown below, these views were also shared 

by managers. 

 

Blackmore (2007) and Vilkinas, Leask and Rogers (2007) have explored the role 

perceptions of programme leaders. Blackmore (2007), in interviews with 29 UK 

academic staff, noted a reluctance to acknowledge the leadership aspects of the 

role, with participants focusing on the administrative and QA tasks. “Pointing 

[team members] in the right direction” rather than a need for leadership, was one 

observation. Vilkinas et al (2007), in their investigation into “Developing the 

leadership capabilities of academic co-ordinators” (course co-ordinators in 

Australian universities) acknowledged the limited research on academic 

leadership below the level of Head of School. They identified the lack of formal 

power and authority which academic co-ordinators have, whilst being 

responsible for providing leadership for programme teams and therefore, for the 

enhancement of learning and teaching. They also identify the need for a theory 

“that identifies the key leadership skills and abilities required for effective 

academic leadership of programmes.” The skills and abilities for local leadership 

that this research identified are referred to in Figure 1 below (p.109) and in the 

discussion in Chapter 8. 
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At the time of writing (2011) the researcher is involved in piloting a programme of 

CPD for programme leaders at CountyUni. Alongside this initiative, HRMS have 

conducted focus groups with programme leaders to find out more about the range of 

responsibilities and leadership aspects of the role. Again, the leadership dimension 

has not generally been accepted, with the main focus being on the administrative, 

QA and programme co-ordination aspects of the role. 

6.13. Managers at CountyUni: local leadership contested again 

Following the focus groups, the researcher conducted semi-structured interviews 

with Senior Staff at CountyUni (Appendix A(i)).  The following responses were given 

to the question “How would you describe the leadership provided to colleagues in 

your department/faculty by LTACs, LTARs and ELCs?” 

I am going to say ‘no’ on that but folk will say, no [name of participant] 
you’re wrong, - it depends what you define as leader. I’m always prepared 
to support colleagues, help them make innovation, advise them if they want 
advice…an outcome is where you change practice beyond yourself, so I 
have always tried to share what I have done with other colleagues around 
the institution, that might provide leadership…when I helped [name of 
research assistant] we wrote papers together…I’ve worked with [name of a 
colleague] embedding news film into teaching…I mean, is that what you 
call leadership? I don’t know.  

(Interview 24, former ELC, now National Teaching Fellow). 
 

I don’t think that I really did perceive them [local leadership role-holders] as 
being leaders but yes, advisors, facilitators would be more what I would 
have said…so I am a bit surprised about them being called leaders, 
because I didn’t really see that…I would associate that with somebody who 
instigated their own ideas and their own plans…I would expect that Heads 
of Departments and Deans made plans which people then actually, you 
know, actually took further…what they did was explain to people how they 
might do things which are part of the policy or strategy of the University, 
and then facilitated that happening. 

Interview 22, Dean of Applied and Health Sciences 
 

These first two extracts echo some of the perceptions evident from the local 

leaders themselves. In particular, there is uncertainty about what local 

leadership might be and some difficulty in recognising well-established 

leadership behaviours (collaborative working; facilitation; modelling good 

practice). The second extract suggests that leaders are identified as the 

enactors of policy. The way in which policy is changed  through implementation 
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at local level (Newton, 2000) is significant because, as will be argued in Chapter 

7, this is a powerful way in which local leaders can give their colleagues a 

“voice” in implementing institutional policy and strategy.  

I would say generally that it is a type of leadership without status attached 
to it. They are having to lead colleagues who would regard themselves 
probably as their equals ...they have to [have] some credibility which arises 
from their personality, their achievements, the example they 
set….someone with expertise and interests who has something to offer but 
who has no authority to make somebody do something they don’t want to 
do.  

(Interview 23, Dean of Academic Quality). 
 

Yes, I think one can apply the notion of leadership to these roles and to the 
people. But clearly some of them are, arguably, better placed to influence 
other colleagues…I suppose some of them are more effective personally… 
I think that brings in the importance of context and having certain things in 
alignment, you know, the philosophy of the department, the 
receptiveness… the opportunities for leadership… the realisation of the 
potential for leadership of this role is something that needs to be looked at. 

(Interview 21, Dean of Learning and Teaching). 
 

Three important ideas emerge here. Firstly, a recognition that (usually) these 

roles do not come with a particular level of status and that therefore, the leader 

has to influence practice through some other means: personal and professional 

“credibility” being cited. The “problem” of not having any managerial 

responsibility is also identified when “making somebody do something they don’t 

want to do” may be required. Lastly, the significance of context is raised. This 

adds weight to Gronn’s (2008) argument about leadership being a hybrid 

concept, determined not just by individual leaders’ behaviours but by those of 

other leaders working in the same context, for example, an academic 

department, faculty or indeed, considering the institution as a whole.  

I think it is leadership… I’d call it collegial leadership… If you can’t operate 
collegially and gain by that, based on authenticity, you have “had it” really. 
What we have seen in this Faculty certainly, is very much people working 
and gaining trust, if you like, based on the fact that people think they know 
what they are talking about…I see leadership as something to do with 
change…what colleagues are doing is often suggesting how, and 
prompting people to, change.  

(Interview 20, Dean of Social Sciences). 
 

This extract appeared to be the most informed conception of local leadership 

cited at this level. Both the language used and the unprompted reference to 

leadership being associated with change suggests that the participant had a 
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relatively informed understanding of contemporary perspectives on leadership, 

perhaps informed by a disciplinary background in social science. Interestingly, 

the Faculty of which this participant is the Dean contains one of the most 

progressive and student-centred departments at CountyUni, with strong 

leadership from the Head of Department and a “network” of mutual support 

provided by the academic team. 

 

One of the most significant aspects of local leadership that emerged from the 

data is the “local” aspect, and in particular, an emphasis on the importance of 

working within a disciplinary community. This is supported by the literature 

(Becher and Trowler, 1989; Trowler, 1998, p.57). As this participant noted: 

Your title for your investigation to research is a good one – local leaders. 
To me, the key role is the local role, the role within the department…a role 
which somebody has taken on and has made it their business to 
disseminate ideas, to initiate the developments…the key thing is this local 
leadership…it has to be local.  

(Interview 19, Head of English). 
 

Again, a perceptive comment suggesting not only an awareness of the influence 

of academic communities but also an appreciation of what might work best with, 

as in this case, departments where disciplinary loyalty is especially strong. This 

participant later commented that he was not in favour of the LTAC (faculty-

based) role commenting 

I think the role of LTAC was not effective….I think that the generic aspect 
of the management of learning and teaching [at] the institution is deeply 
flawed. I think there is a difference between [that and] enjoying the practice 
of others and being interested in other disciplines… 
 

The location (both physical and contextual) of local leadership roles is an 

important consideration in promoting and sustaining change. The most effective 

positioning of local leaders is discussed later in this chapter, where a model of 

local level leadership is proposed. It is interesting that this participant perceived 

the LTAC role as both a “generic” and a “managerial” one. Certainly by this 

stage in the research process (2010) it would have been evident to participants 

at CountyUni that between 2000 and 2006, the LTAC role had increasingly been 

involved in strategic planning and implementation rather than the “shoulder to 

shoulder” activity with peers described earlier. This, perhaps, not only resulted 

from the increasing size and complexity of CountyUni, but also from the 
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emergence and formal recognition of local leaders at department level (the 

LTARs) who fulfilled the more focused disciplinary support for learning and 

teaching. 

A local leader? The ability to inspire; the ability, well, the trait that your 
colleagues, your peers, have confidence in you, that they respect you; that 
you earn respect, you don’t demand it, they can see that you are able to 
make a difference.  

(Interview 17, Head of Section, Business School). 
 

Their leadership role provides within a Faculty or even a subject, current 
awareness and good practice, it provides advice, guidance and mentorship 
for other individuals in programme and subject management on teaching 
and assessing strategies, supporting and developing; implementing; 
working with colleagues; sharing across faculties…aspiring experts...the 
kind of people who…have a good level of subject knowledge and the 
confidence to share it, not afraid to put themselves in a position of debate, 
self-aware, generally working over and above their everyday activities.  

(Interview 18, Deputy Vice Chancellor). 
 

These comments again demonstrate a more contemporary view of leadership 

and identify the role of confidence and respect for the leader, based on 

“expertise”, an important factor to consider, as indicated earlier, when discussing 

the concept of ‘power’.  

 

It is evident from this data overall, however, that the sample of senior managers 

at CountyUni did not have a shared view or understanding of the leadership 

aspects of the LTAC, LTAR, ELC and programme leader roles, although again, 

in common with the local leader participants, the language they used to describe 

the role activities was very similar and the lack of power was again highlighted. 

Although rather disappointing from the researcher’s point of view as a student of 

leadership, this data confirmed that, for the particular case of CountyUni, local 

leadership is poorly recognised and understood. It is argued then, that at 

CountyUni, leadership is not being nurtured and developed to its best advantage 

for enhancing learning and teaching, to enabling the institution to work 

effectively during a culture of continual change – areas to be pursued in 

Chapters 7 and 8.  Additionally, the potential of these roles for providing 

experience for future leaders in managerial level posts (whether in teaching, 

research or institutional management) may also be limited. This latter point is of 

particular significance when, from analysing the career paths of all those staff 
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holding a LTAC or LTAR post in 2005-6, it was found that over two-thirds are 

now holding roles as Heads or Deputy Heads of Department or Senior Teaching 

Fellowships. Whilst this will have arisen to some extent from the capabilities 

these individuals already had, to appointed to the local leadership roles in the 

first place, it is the importance of recognising this pathway to promotion that is 

highlighted here. This will be further explored in Chapter 8. 

6.14. Summary 

This Chapter has reviewed the findings of the research that relate to the participants’ 

perceptions of local level leadership. It was found that most participants, whether 

local leaders or managers, expressed uncertainty about the leadership aspects of 

local roles. There appeared to be a relatively low level of knowledge about 

leadership both in theory and in practice, and few links made between the notion of 

leadership and change. However, the language that the participants used to describe 

how local role holders carry out their work demonstrated that they are “leading” and 

demonstrating “leadership”, albeit in some ways that may be different from traditional 

conceptions of the term. Lack of power and the idea of “responsibility without power” 

was frequently mentioned. However, again, it could be argued that this represented 

a lack of awareness of forms of power, and particularly of “expert power”, a key 

element of influencing behaviour in academic culture.  

 

A greater knowledge and confidence about local leadership was demonstrated by 

participants in the smaller comparator study at another HEI. It is suggested that this 

was due to the greater degree of institutional preparation and awareness of 

leadership, clearer role management within the institution and a longer length of time 

in role. It is argued that knowledge and understanding of leadership is likely to 

impact on its effectiveness, as leaders are more aware and confident in their 

potential to motivate and influence others. 

 

It is evident that local level leadership is context-specific and necessitates the local 

leader having a range of attributes that enable them to influence behaviour and 

practice change and to be committed to leadership development for themselves and 

for others in the local team, to create sustainable local leadership. Although it may 

be better for local leaders not to hold managerial posts, they need to be sufficiently 
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senior in the local academic community for their disciplinary and pedagogic expertise 

to be recognised: this is the source of their capacity to influence. A crucial aspect of 

local leadership is to facilitate a bridge between external policy and practice and the 

local academic community, and to enable sharing of practice both within and outside 

it. 

 

However, a number of questions remain to be answered. These are:  

 How does local leadership support change and enhancement in academic 

communities? 

 How can a focus on leadership support individual, team and organisational 

development? 

 Can it be concluded that HEIs need local leaders to support QE and change 

and if so, in what ways do they fulfil a different function to existing roles? 

These questions will be explored in Chapters 7, 8 and 9. 
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Chapter 7 

Enhancement and change: barriers and opportunities for local level 
leadership 

This chapter is concerned with the relationships between enhancement, change and 

local level leadership. The argument presented in Chapter 2 is re-visited: that 

enhancement of learning and teaching is associated with two areas of enhancement, 

conceptually and in practice, from two sources. Firstly, enhancement that is integral 

to academic work and identity: the continuous development of teaching to enable 

students to learn more effectively, usually within a disciplinary context. Secondly, 

Quality Enhancement (QE), usually arising from the implementation of external and 

internal policy and strategy. It was noted that at practitioner level, there will be 

varying degrees of awareness of, and responses to, the source of an enhancement 

initiative.  

 

Enhancement inevitably involves change and, it is argued, change takes place most 

effectively within a context and in a supported environment. Applying the principle 

that leadership is essential for change to take place, local leadership from within a 

community of practitioners is needed to support the “culture of change” that is 

endemic in HE today – a situation which is likely to persist. Local level leaders in this 

context are classic “go-betweens”, bridging not only management – practitioner 

relationships in relation to change in learning and teaching but also balancing 

responses to the need for both QE processes and traditional forms of enhancement 

activity. Consequently, it is important to know what the barriers to local level 

leadership are, and to suggest ways in which they might be mitigated. Furthermore, 

it is important to recognise the benefits of local level leadership: these will be 

explored in Chapter 8. 

 

The chapter commences with a review of the enhancement debate, developing ideas 

raised in Chapter 2 and linking them to the findings of this research. This is followed 

by a discussion of change in HE, principally based on the work of Fullan, and of the 

role of leadership in facilitating effective change. Findings from this research will then 

be used to explore barriers to local level leadership, and the opportunities it affords. 
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7.1. Enhancement, change and leadership 

“Enhancement…involves a deliberate move towards making things better.” (Bamber, 

Trowler and Knight, 2009, p.1). Chapter 2 presented a distinction between two ways 

in which enhancement takes place: as an integral part of academic work and identity 

and as a result of ‘quality enhancement policy and strategy’.  Irrespective of the way 

in which enhancement takes place, it involves change in practice. Arguing that 

change is necessarily embedded in a local context and involves a complex interplay 

between cultural practice and values, Bamber et al. (2009) also propose that 

enhancement most effectively takes place with a combination of influence from 

‘bottom’, ‘middle’ and ‘top’: the significance of leadership at all levels. This is 

supported by Fullan (2001) in “Leading in a Culture of Change” who argues that, 

although change cannot be managed because it cannot entirely be controlled (p.33), 

it can, and should, be led.  Furthermore, Fullan argues, by paying attention to five 

components of leadership, the leadership of change can be improved.  

 

Figure 1 - A framework for leadership (Fullan, 2001, p.4) 

These components, together with the personal attributes on the outer circle of the 

framework, relate well to the characteristics of local leaders identified by the 
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participants in this research, which are  presented in Tables 1 – 4 (pp.161-163) and 

Figure 5 in Chapter 8 (p.164).  Interestingly, the framework also identifies the 

significance of commitment – which, in the broader context of leadership ‘beyond’ 

the local level, is considered in Chapter 8. 

 

The two principles: that enhancement involves change and that change is more 

effective when it is led,  provide a useful introduction to exploring why the local level 

leadership investigated in this research is important for sustaining HE and how such 

leadership should be supported. This will be done by, firstly, revisiting aspects of the 

chronology of enhancement presented in Chapter 2, and secondly, by considering it 

in relation to the local leadership roles explored in this research. The researcher will 

reflect on the nature of the enhancement involved, and consider how far the 

“bridging” nature of local leadership between local and institutional practice is also 

important to presenting enhancement as a unified whole.  

 

Moving from enhancement to a more detailed consideration of working with change 

in HE, the chapter will, through exploring data from the research, critique 

participants’ views of the barriers to local leadership roles and also, of the 

opportunities it provides. This review will be linked to the earlier considerations about 

enhancement and change and will conclude with questions to pursue in Chapter 8. 

7.2. Enhancement – two perspectives 

Chapter 2 introduced enhancement for learning and teaching as relating to two 

dimensions: academic practice, the traditional activities that academic staff consider 

to be integral to their role as teachers and researchers or scholars, and more formal 

processes that arise from the implementation of QE policy, both external and 

internal. As Chapter 2 illustrated, following the Dearing Report of 1997, a variety of 

funding streams and initiatives, directed by national policy, were established with the 

aim of improving the quality of teaching and learning. In addition to these externally-

driven enhancement activities, ‘front line’ academic staff were, through these 

activities and those undertaken by individual practitioners and teams, developing 

(changing) their practice to keep pace with the increasing diversity of students, 

delivery and nature of programmes and overall demands of academic life. 
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The environment in which enhancement of learning and teaching was taking place in 

the first decade of this century was, therefore, complex and varied. The rise of the 

‘quality agenda’ gave rise to additional roles at all levels of HEIs. These included, at 

more senior levels, roles where the leadership of learning and teaching was a 

specific focus (for example, PVC for Learning and Teaching); National and 

institutional Teaching Fellowships, where ‘academic leadership’ was a criterion of 

appointment; Professorships with a learning and teaching focus. The CETL initiative 

provided significant resources to particular institutions in a variety of areas of 

teaching and learning, with (usually) fixed term posts or secondments for carrying 

out the development work involved.  Alongside this activity, TQEF funding provided 

support for professional development, learning and teaching strategies and funding 

for smaller projects at institutional level.  Additionally, but often without recognition as 

‘academic leaders’, a variety of roles were established at practitioner level which, 

from the origin of their funding (TQEF), were for implementing institutional LTSs at a 

local level. Often located at Faculty level in the first instance (perhaps because this 

was the initial site where the ‘centre’ of a HEI ‘trusted’ responsibility to be devolved 

to) but later, established at the level of the department, these roles – the focus of this 

research - had the potential to form the backbone of communication about 

enhancement from the centre outwards, and from practitioners to the wider 

institutional world. They were therefore critical in ‘opening up’ local learning and 

teaching practice to a wider audience (vital for establishing the ‘quality’ of learning 

and teaching for external and internal audiences), and for presenting and interpreting 

policy at a local level. Their role as ‘enhancement agents’ inevitably involved 

implementing change. As this research shows, working in this environment 

presented challenges and for some participants, significant barriers to conducting the 

enhancement role effectively.  

7.3. Barriers and challenges to local level leadership 

This theme, introduced through the Pilot Study and pursued through all three phases 

of the research, identified areas which “worked against” the efficacy of the roles. 

Three of these were mentioned directly: shortage of time; lack of support for the role 

from either the Dean or Head of Department; difficulty of working with colleagues 

who were “not receptive” to enhancement activities. The last barrier was mainly, but 

not exclusively, raised by the ELCs in connection with promoting the use of e-
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learning. Another barrier related to the CPD needs of the role-holders. However, of 

responses to questions and prompts about “barriers and challenges” over three-

quarters were related to leadership or management at department, faculty or 

institutional level, with leadership (or rather the lack of it) as the main issue, although 

this was not always  specifically identified. The need for leadership at all levels of an 

organisation, and for the effectiveness of any leadership role to be dependent on the 

“mix” of leadership at all levels, was identified in Chapter 6 through the work of 

Gronn (2009) on “leadership configurations” and Bolden et al (2009) who explored 

the relationships between leadership and university systems, cultures and 

relationships. This idea also has parallels with the principles of distributed leadership 

and critically with the need for those to whom leadership is distributed being part of a 

recognised and supported leadership culture with a clear and well-argued vision of 

where the organisation’s activities are to be directed. 

7.4. Leading in a culture of change 

The first barrier that will be explored is leadership, or, as mentioned earlier, the lack 

of leadership for the local level roles explored in this research. Fullan (1991) notes 

that “Change is a process, not an event.” (p.130); thus leadership is required: for its 

capacity to create a vision that will sustain change activity over time, and knowledge 

and experience of how successful change can be achieved in context. Chapter 6 

identified the need for leadership to exist at several levels: Gronn’s (2009) notion of 

‘hybrid’ leadership. This is supported by Fullan’s assertion that effective change is 

dependent upon a number of leaders or change agents. In relation to change in 

schools (which, it is suggested, could equally be applied to a university department):  

If there is any changing to be done, everyone is implicated and must face it 
in relation to their own role....probably the most powerful potential source of 
help or hindrance to the teacher is the school principal. (p.143, author’s 
emphasis). 
 

Consequently, however enthusiastic local leaders may be, if they are not prepared 

for leading and if their leaders lack vision or commitment, the task of achieving 

change – enhancement – will be much more difficult. This appears to have been a 

significant issue at CountyUni: 

….I think I’m defining leadership as the ability to set goals, to follow those 
goals, goals through to identify priorities and quite often at the top level there’s 
a good ability to identify the problems but seemingly less enthusiasm to 
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identify the ways, the ways forward and that’s very important, very significant 
in relation to the LTAR role…the extent to which what I do is supported at the 
head of department level, I wouldn’t say it is unsupported, mmm, I certainly 
wouldn’t say it is especially supported, I would say on the whole there’s a 
silence in relation to it… 

Interview 3, LTAR, Geography and Development Studies 
 

The extract above identifies an important principle about local level leadership that 

emerged from this research: that effectiveness and success is not just about the 

local leader but is also determined by the leadership for their area of activity (in this 

case, enhancement of learning and teaching) at higher levels. For LTARs, Heads of 

Department were critical; for LTACs and ELCs (and of course, for Heads of 

Department), Deans of School/Faculty. Beyond these levels, the overall direction of 

the University and the clarity of its mission and focus from the Senior Management 

Team, was also fundamental. 

 

Related to this, a continuing dilemma for academic staff at CountyUni was how to 

achieve an appropriate balance between teaching and research in a “research-

informed, teaching-led” HEI: 

….well, I don’t think the University knows where the University’s going. We’re 
not going to be a research institution, I don’t think…you can aspire, you 
know…. I think there’s a lot to be said for being a teaching and learning centre 
of excellence…. 

 Interview 7, former LTAR, Sport and Exercise Sciences 
 

Other staff who were involved in enhancement were also aware of the lack of 

commitment to this work. This comment comes from an administrator who 

supported the network of LTACs and LTARSs that was established in 2003-04: 

..I suppose I was naïve really, thinking I could come in and this 
[enhancement] was a normal part of the organisation, so it would be 
respected by people because it’s essential and we all try and work together 
to the same goal, so I was a bit surprised to find that degree of 
resistance… 

Interview 5, Academic Registrar for QE 
 

A particular aspect of leadership that seems to be missing from the management-

level leadership at CountyUni is evidence that the enhancement of teaching and 

learning is a core value of the institution. The idea of “moral purpose” – the intention 

to make a positive difference to stakeholders -  is cited by Fullan (2001, p.3) as one 

of five key components of effective leadership (Figure 1, p.109). This value may be 
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demonstrated in a variety of ways, from “intense commitment” to “passion” and 

would be shown, at least, by a pro-active approach to work that embodied core 

values. As the following extract shows, although the Dean in question was 

supportive, a pro-active element was not always evident: 

…the Dean, if I go to her… it wasn’t a kind of “now we’ve got this exciting 
new post these are my objectives” – never any of that… 
 

Lack of transparency at institutional level, in the following extract, about why the 

local leadership posts were being discontinued and what happened to the 

associated funding, leads to the development of (unhelpful) myths. Whilst this 

kind of “playground gossip” is easily recognised, it does not help in supporting 

staff in a period of change and uncertainty. Clear and honest explanations are 

an important characteristic of “authentic leadership”: 

….at some point I got it whispered (and probably very inaccurately) that 
they had used half the money to make a car park, you know, I think it’s 
more to do with priorities at the time and maybe they thought they were 
going to save a lot of money… 

Interview 9, former ELC, Applied Sciences 
 

The problem of lack of vision in leadership, and, as can be seen from the last 

extract above, a lack of transparency about strategy, was also mentioned by  

participants at MetroUni: 

..sometimes institutional aims and strategies weren’t always as apparent as 
they could’ve been and therefore, you know, you weren’t sure that any 
vision that you might have was actually going to be supported by the 
Institution.. 

External interview 4, TLC School of Health 
 

…the other barrier we have [apart from resistance to change amongst staff] 
…the people who are in positions of leadership don’t have the necessary 
skills or training to do that role. A lot of them are academics who have had 
promotion in the role they’ve learnt “on the job” but they, they’re not 
actually very good at being leaders…. 

External interview 2, TLC Sciences 
 

The second extract from MetroUni shows that the participant has given some 

thought to the concept of leadership and why leading might be problematic for some 

senior colleagues. Both institutions, however, had CPD in place for some time for 

those working at senior executive level. At CountyUni, a Management Development 

Programme for senior managers and directors of service had been put in place in 

2002. An initial phase of general management training was followed by a second 
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phase which, through an action learning approach, focused participants on 

organisational objectives. Subsequently, a Leadership Development Programme 

was established for the Senior Management Team and Deans, with the aim of 

“promoting effective change management” and to “establish a programme for 

succession planning for leadership and management roles within the institution” 

(Rhodes, 2007, p.76). The overview of the programme states that it had 

…offered role models whose approach is characterised by high standards 
of moral and ethical conduct; inspirational motivation through the clear 
communication of a shared vision and high expectations; and participative 
leadership styles based on highly developed emotional intelligence. All of 
these are central to the successful delivery of the University Mission in the 
future. 

Rhodes (2007), p.77. 
 

However, despite this development, it appears from the findings of this study that the 

development had not, by Phases 2 and 3 of data collection in 2008 to 2010, had the 

impact lower down the organisational structure that had been intended. This is 

reflected in both the views of leadership at Dean and at Head of Department level. 

The next two extracts show how for e-learning  in the Humanities faculty, the 

approach of Heads of Department was to demonstrate a traditional loyalty to their 

discipline and  the importance of supporting colleagues, rather than to embrace and 

lead on an institutional goal, to provide appropriate opportunities for e-learning: 

…It’s going to be difficult, the Heads of Subject overall…at one point 
[names the Dean] took over the role… and he didn’t want anything to do 
with it [e-learning] at all…if they’re good Heads of Department they are not 
there to voice things that their colleagues don’t want of them…they may be 
more so in our Faculty, I don’t know…the English Department do a 
fantastic job and therefore it’s “let’s not mend what’s not broken”; on the 
other hand they would be closing their eyes a bit to the way things are 
going to move so dramatically… 
…it’s an odd post to have had, really…and you sort of plopped into a 
system where the top hierarchy isn’t thinking that they [the ELCs] ought to 
be there and Faculties that you’re putting them in haven’t asked for them 
either…so you sort of [get] parachuted in at an odd angle into a system that 
wasn’t expecting you… 

Interview 14, former ELC, Languages, researcher’s emphasis 
 

These examples of approaches to academic leadership at department level 

suggest that some form of leadership development at this level would be helpful, 

although, as mentioned earlier, this research does not demonstrate a positive 

impact of institutional programmes so far. Ramsden (1998) has written at some 
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length about academic leadership, and what skills and abilities are needed and 

where it should be focused. This will be returned to in Chapter 8. 

 

At department level, the following comments show firstly, a managerial attitude 

towards posts of responsibility, which is likely to create a “process driven” view 

of the role within the department. It also implies that the work is done purely in 

exchange for financial reward, rather than for altruistic (i.e., value driven) 

reasons but that this still needs leadership from ‘above’: 

…I do think that the LTAC is one of the 3 or 4 areas within the department 
that needs to be properly controlled and, and managed….I mean the policy 
in the department up until now has been that….a post of responsibility is 
about an extra bit of income for the responsibility of doing the work… 

Interview 4, former LTAR, Business and Management 
 

…I was a fire-fighter, if they needed anything…I’d help anybody out but 
there was no real drive from anyone else…. 

Interview 7, former LTAR, Sport and Exercise Sciences 
 

Initially, the following could be interpreted as a positive comment, but on 

examination, it suggests that the leader concerned, a Deputy Dean, had little 

appreciation of either the breadth of enhancement (much more than 

‘mechanisms’) or the likelihood of enhancement being needed on a continuous 

basis: 

...well, I do remember when [Head of Department] in her role as Deputy 
Dean…said to me “My vision of an LTAC would be to do yourselves out of 
a job in a short period of time because all of the mechanisms that you’re 
setting up will be so embedded in the departments that you will no longer 
be needed”… if we’re not here next year, we should feel pleased that we’ve 
succeeded, I guess! 

Interview 3, LTAC, Humanities 
 

In fact, when the LTAC role was discontinued, a number of important 

enhancement ‘mechanisms’ were disregarded at department level. This included 

CountyUni’s policy for peer observation of teaching, which, without the LTACs 

and LTARs local leadership after 2006, ceased to be followed in many 

departments. 

7.5. Role management issues 

In addition to being led - for inspiration, motivation and to set the scene for 

enhancement - local level leadership posts also had to be managed, that is, 
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structures and processes put in place to enable the role to be conducted 

effectively on a day-to-day basis. Again, some of the comments about barriers 

revealed that what was needed to support the role, even if it was already in 

existence, was often not afforded to the local leaders: 

…being on Learning and Teaching Committee was key, the moment that I 
was taken off was problematic because I lost that loop which I actually 
found very useful. I do think being involved in certain key committees 
actually enables you to partake in the dialogue with the University…I’m not 
on Board of Studies any more…sometimes I’ll find something out 
completely by happenstance and you’ll think, goodness, that would’ve 
been useful to have known…. 

Interview 8, LTAR for Social & Communications Studies 
 

….Nope! There’s been no discussion about the role other than “go” [to the 
Board of Studies] because we need somebody there…. 

 Interview 10, former LTAC, Applied Sciences 
 

…well, I think my priority has had to be College wide initiatives of one sort 
or another and what’s not got done is work within the School of Arts and 
Humanities, which is an odd thing, odd position to find myself in…I felt I 
was neglecting to see departments… 

Interview 3, LTAC, Arts and Humanities  
 

The establishment of both faculty and department local leaders could lead to 

difficulties for LTACs if the department posts were not led and managed 

appropriately:  

…the LTARs didn’t really want to know…if any work really needed to be 
done I had to make sure it was minuted at the Board of Studies so that the 
Department Heads would then take it and push the issues, so that was 
coming at it from two directions…if I just left it to the LTARs it wasn’t getting 
done…I suppose it’s because everybody’s got so much to do, unless it’s 
actually…things have to come from the top down… 

Interview 10, former LTAC, Applied Sciences 
 

 
Although this comment suggests that perhaps the appointees to LTAR roles were 

either overburdened with work, or insufficiently managed and led locally, this 

comment shows how local leaders develop coping strategies to deal with difficult 

situations. This particular example of ‘coming at [things] from two directions’ is an 

example of how change may be achieved through leadership from ‘above and 

below’.  
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It appears that, although it was ensured that the first appointees to LTAC roles were 

members of relevant committees, over time and with the expansion of local roles to 

department level, an overview of what “connections” needed to be made with 

committees and other University structures was not planned and agreed. This 

indicates a lack of “joined up thinking” across the institution. It also reflects the 

difficulty that the central enhancement unit, the Learning and Teaching Institute, had 

in influencing departmental and faculty practice, since role holders and their 

workload and responsibilities were managed locally.  

 

MetroUni had an institutional change that is becoming fairly common across the 

sector: the merging of enhancement and QA at committee level and increasingly at 

organisational level, where QA and QE/enhancement functions merge: 

....the Student Experience Group and the Quality Group have been merged 
and I think that from a long way off they’ve been like [seemed] the same 
roles…I mean, I don’t see it as the people at the top are out to get us, I just 
think they have different priorities… 

External interview 3, TLC, Business 
 

Aside from the increase in work for one committee or unit, the merging of QA and 

enhancement may have a negative impact on perceptions of enhancement. This 

originates from the division between the two areas illustrated in Chapter 2 and the 

perception that enhancement is a managed, rather than a collegial activity, due to 

the proportion of enhancement that is undertaken through processes rather than as 

an integral aspect of academic practice. When the popular image of QA as ‘policing’ 

is added, it can be seen that merged committees and combined departments may 

find it challenging to convince colleagues that enhancement is still as important and 

valued. As Jara and Mellar (2009) argue, research exploring the tension between 

assurance and enhancement has tended to emphasise the differences between 

them. Citing Newton (2002a), Jara and Mellor discuss how over-reliance on internal 

processes to achieve enhancement may suggest to academic staff that the systems 

exist for auditing rather than genuine improvement. If QA and enhancement services 

are combined, a well-argued rationale is needed to satisfy the suspicions of the 

academic community. In reality, although these functions are increasingly brought 

together by external forces (for example, the QAA’s process for Institutional Reveiw) 

at an institutional level, a joint service may be created for economic reasons. 



119 

…my Faculty has become so big… and so diverse…Arts and Design, Art, 
Fashion, Law, Languages, it’s such a sort of huge spectrum, it’s not really 
like Sciences where I feel that they have their systems and protocols are 
similar…approaching different people and having to do it [the TLC role] in 
different ways…so there were kind of barriers in the subject areas…. 

TLC, School of Education and Social Science 
 

This links to the significance of local context in managing and leading change. 

Consideration of how this can be accommodated will be explored in Chapter 8. 

7.6. Recognition 

Several of the senior manager participants identified problems with recognition as 

barriers to the effectiveness of local leadership roles. The first example suggests 

awareness of this issue, but uncertainty about the cause: 

…one of the barriers is this recognition factor, really, in some way or other. 
I am not, as I say, suggesting it should be financial… 

Interview 20, Dean of Social Sciences  
 

The next extract shows that the “problem” of recognition is complex: 

…Well, I think one [is] recognition by the institution: by their local level 
leaders – heads and deans and so on. Of course, it has to be said that the 
notion of ELCs, LTACs, is a contested notion. It is quite clear that when the 
posts of responsibilities disappeared, as it were, in the context of HERA, I 
don’t recall there being a great clamour from Deans or Heads of 
Department….so, I think that the whole question of the climate of 
operation, if you like, I think is important as an influence on, and barrier to, 
if you like, the well-being of these roles. 

Interview 21, Dean of Teaching and Learning 
 

The researcher, as will be shown in the concluding chapter of this thesis is, at the 

time of writing, endeavouring to re-establish local roles for co-ordinating 

enhancement activities at departmental level. The problem of recognition persists: 

then and now (six years after the majority of local posts of responsibility were 

abolished) senior managers are uncertain of both their purpose and their value: 

…you don’t have any status really, and I mean, the fact that you are going 
into it as an equal means that you know, you…people don’t feel though, 
you have to say that because you are earning more money… 

Interview 23, Dean of Academic Quality 
 

The issue of financial reward as recognition is only one aspect. Others may be just 

as significant, such as “institutional visibility”, as one of the participants from 

MetroUni commented: 
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…I think the TLCs were respected…to a certain degree, I’m not sure they 
were as visible as they might have been…maybe that’s a barrier…because 
we were working in our own faculties we were maybe valued by individuals 
but not necessarily getting the credit for doing a huge amount… 

External interview 2, TLC, Applied Science 
 

This last observation suggests that recognition (by whatever means) and 

“visibility” contributes to the value that others (and perhaps the local leaders 

themselves) attribute to their work. If local level leadership for the enhancement 

of learning and teaching is important, then recognition for it, in a form that is 

accepted by all stakeholders, is an important aspect of supporting its success. 

7.7. Working with “non-receptive” colleagues 

The apparent unwillingness of some colleagues to engage in discussion or activity to 

enhance practice was cited by a number of participants in this study. Although this 

may seem unreasonable or even unprofessional, the causes need exploration. A 

number of reasons were suggested by participants, firstly, the impact of institutional 

commitment to teaching as opposed to research: 

…unless the University values teaching and learning and people that do 
teaching and learning [are valued] in exactly the same way as they value 
research, are you going to change the culture or are you going to have this 
sub-culture or under-culture which no matter what policy you write isn’t 
going to change anything? 

Interview 7, former LTAR, Sports and Exercise Sciences 
 

This links to Cuthbert’s work (2009), which suggested that the research/teaching 

divide is increasingly problematic, particularly as HEIs are extending their 

mission to include a wider variety of activities. Equally, as the work of Healey 

and Jenkins (2009) has demonstrated, the integration of research and teaching 

can be argued as essential to the student learning experience. Other reasons for 

dis-engagement from enhancement activities also include the way in which such 

activity is presented, linking to two of Fullan’s (2001) components of leadership: 

coherence making and relationships (Figure 1, p.109).  

Participants in this research commented: 

...they don’t like, err, to be, as they may see, to be told what to do by 
somebody from the outside, but of course it’s not about that if you view it in 
the right way… 

Interview 6, Lecturer, Sport and Exercise Sciences 
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This first comment supports the notion that change activity needs to be focused 

within a group, in this case a department, rather than from the ‘outside’. This may 

indicate why faculty-level roles, although successful in implementing processes may 

be less popular within individual departments, since the change-agent – the LTAC or 

ELC – is further removed from the disciplinary context. 

 

Equally, staff may be suspicious of the motives behind certain forms of 

communication (another example of the tension between enhancement and QA, 

which may increasingly be “tarred with the same brush”): 

…I don’t think that my colleagues in Languages take very well to directives 
from anywhere to do anything, whereas, you know, supporting and pointing 
out the value to students learning of any new initiative is generally 
welcomed but a letter from AQSS will be very badly received… 

Interview 2, LTAC, School of Arts and Humanities 
 

…I think there is an innate resentment in people being told how to teach, if 
you see what I mean…I think there was… that people misunderstand a 
position of responsibility that is entitled “teaching, learning and assessment 
co-ordinator” or whatever it is called… I don’t think that was ever the 
intention of the role…so I think that was one barrier…on the other hand, 
everybody is prepared to listen to good ideas… 

Interview 22, Dean of Applied Science 
 

So, perhaps the name given to the role is significant, or rather, what activities are 

associated with it. This also involves providing clear guidance about what the role 

involves, which participants in this research found to be variable. 

 

The following comment, as well as being concerned with research, links also to the 

earlier discussion about the vision for the University, Faculty and Department. 

Effective leadership of learning and teaching, which will be discussed later in this 

chapter, should make it easier for staff to be clear about how elements of research 

and teaching are to be combined: 

…..there’s also the big, big push to be research active and a lot of people 
see the two things conflicting…if you spend time developing 
teaching….then that’s taken away from research time and research time is 
seen to be valued and teaching isn’t… 

Interview 7, former LTAR, Sports & Exercise Sciences 
The next comment, made by the same participant, relates to the cessation of the 

LTAR role and the way in which the decision was taken, apparently, without 

regard to the value of these local roles: 
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….it was more to do with institutional change which was probably a sad 
reflection in a way because from my point of view I was just about getting 
people to look at learning and teaching, you know, so probably wrong 
move, wrong time… 

Interview 7, former LTAR, Sports & Exercise Sciences 

7.8. Time 

Time, or rather, the lack of it, was by far the most common response to the question 

about barriers that role-holders faced in conducting their work: 

…everybody feels they don’t have the time, there is a certain amount of 
stuff you have to get in and you have got to do it and that is it… 

Interview 22, Dean of Applied & Health Sciences 
 

When the LTAC and ELC posts were established at CountyUni, they each included a 

0.2 remission from teaching: equivalent to one day a week to devote to 

enhancement activities. The departmental posts, LTARs, had 0.1 remission. 

Compared to elsewhere in the sector, where faculty roles were generally created as 

0.5 FTE, this area of work was under- resourced. This had a significant impact on 

the possibility to engage effectively with departments, particularly as the faculty role 

soon became in demand for institutional level work, such as supporting validation 

panels and acting as advisors to departments undergoing QAA Subject Reviews.  

 

Having insufficient time is also, the researcher argues, a reflection on local 

management and leadership.  Work can be conducted much more effectively within 

an enthusiastic and well-motivated team: the purpose of these roles was not to ‘do’ 

enhancement for individual lecturers but to create an environment in which it was 

fostered and recognised.  There appears to be a strong disciplinary effect here, as 

the interview with the former LTAC for the Faculty of Arts and Media shows. This 

interview, which appears at Appendix A(j) as an example of initial analysis, shows 

how a disciplinary culture can provide opportunities for enhancement, rather than 

create barriers. This is illustrated in the participant’s comments about how work with 

students is conducted and how this is reflected in the relationships between staff: 

I think it’s kind of the nature of the beast, really….because artistic work 
tends to be quite personal to the student, there is a lot of dialogue about 
fostering the talent of the student, developing skills, working as a team – 
because all of that is quite essential to the production of work in the Arts, 
I’d say. And it’s not one of those things one can easily leave alone or take 
for granted… 
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Researcher: Yes…that’s very helpful...one of the things I’m looking at is 
how the culture of a department works to effect things – the power and 
where the interest [in learning and teaching] lies, so that’s interesting what 
you say… 
Well, ours most certainly does! 

Interview 12, Former LTAC, Faculty of Arts and Media 
 

7.9. Leadership at the level of the department 

The impact of Heads of Departments’ approach to enhancement issues and to 

local level leaders is significant in all the barriers identified so far in this 

research. It is helpful to explore some of the literature that has focused on this 

area to establish how the findings of this research link to existing knowledge. 

This will also be referred to in Chapter 8, when the impact of disciplinary culture 

will be considered in relation to developing strategies for leadership. 

 

Chapter 3 noted that research and support at Head of Department level has 

been established as a “mainstream” area in leadership development. Work by 

Knight and Trowler (2001), Martin, Trigwell, Prosser and Ramsden (2003), and 

Smith (2005) make important contributions to this debate. More recently, the 

work of Gibbs, Knapper and Piccinin (2008 and 2009) has explored the role of 

leadership of teaching in research-intensive environments. Knight and Trowler 

(2001) justify their focus on this level of leadership by discriminating between the 

type of interactions that take place at local level, where members of departments 

have the opportunity for closer relationships and focused discussion, than at 

higher levels, for example, the Faculty. Furthermore, they highlight the 

significance of the disciplinary context and how it impacts on leadership. Knight 

and Trowler use the lens of ‘social practice’. This means that “as individuals’ 

professional engagement with the world is largely social” (p.48), to understand 

how they perceive and respond to change it is necessary to recognise the 

beliefs, routines and practices that are established in local ‘communities of 

practice’. This is particularly important if consideration is being given to how 

general principles might be established: for example, appropriate strategies for 

supporting local leadership. In fact, on the basis of a social practice approach, 

‘one size’ is unlikely to ‘fit all’: the disciplinary influence must be accounted for. 
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Martin, Trigwell, Prosser and Ramsden (2003) extended their earlier work on 

students’ perspectives on learning and lecturers’ perspectives on teaching, to 

consider leadership of teaching, as a particular aspect of the context-specific 

approaches that had already been identified. This study aimed to discover 

whether there were differences in how leaders and lecturers perceived 

leadership within a department, and whether any differences in both leadership 

approaches and perceptions of that leadership might affect student learning. The 

authors concluded that “when teachers experience leadership as 

transformational, they are also likely to experience their teaching as conceptual 

change and student-focused”. Differences in approaches to leadership at 

disciplinary level were also noted. These findings are relevant to this research in 

that they reinforce the link between the approach to leadership at department 

level and the impact this has on how lecturers work together and determine 

student learning. Martin et al. (2003) emphasise the significance of this in 

relation to the changing nature of HE practice and, in particular, the focus on the 

student learning experience. 

 

Smith (2003) explored the differences in leadership and management between 

two engineering departments, one in a “chartered” university and the other in a 

“statutory” university. Whilst identifying differences it was noted that this did not 

appear to have impacted on the effectiveness of the department overall, 

although the statutory university department was “under considerable pressure 

due to falling student numbers and decreasing resources” (p.461). In both 

cases, some leadership responsibilities were perceived to be shared across the 

department, although at the chartered university, this was achieved through the 

Head appointing individuals to chair committees and groups, whereas in the 

statutory university, less formal distribution was achieved through the structure 

of programme, module and year leaders. Again, this prompts the question of 

what characteristics of leadership are needed at department level for “success”, 

which in Smith’s research was for one department, achieving its aim of “very 

good research ratings and funding” and for the other, surviving despite 

significant difficulties.  
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Earlier in this chapter, evidence from research interviews was presented to 

suggest that lack of vision and commitment to enhancement has a negative 

impact on local leaders’ ability to engage colleagues in debate and activities that 

will lead to enhancement of teaching and therefore, in student learning. Gibbs et 

al (2008 and 2009) investigated departmental leadership of teaching in 

research-intensive environments. This international study included departments 

across a variety of disciplines and in environments where external or institutional 

requirements for implementing a learning and teaching strategy were not 

necessarily present. Consequently, it could be argued that leadership of 

teaching in these departments was not unduly influenced by institutional themes. 

The departments in the study were all from “world class” research-intensive 

institutions, who, interestingly, were part of a network which met annually to 

discuss teaching. 

 

As in the studies cited earlier, Gibbs et al. (2008 and 2009) found variation in the 

forms of leadership in different discipline areas, the organisational cultures and 

in responses to challenges which the departments faced. However, the 

researchers were able to identify nine areas of leadership which were 

associated with excellent teaching: establishing credibility and trust (particularly 

in relation to teaching); identifying teaching problems and turning them into 

opportunities; articulating a convincing rationale for change; dispersing 

leadership (including establishing new teaching coordination posts); building a 

community of practice; recognising and rewarding excellent teaching and 

teaching development effort; marketing the department as a teaching success, 

supporting change and innovation; and involving students. Comparing these 

activities with the descriptions of departmental and faculty leadership described 

in this study, it would seem that, although the context of these departments was 

very different to those in this study, these are the forms of leadership that would 

support enhancement of learning and teaching in any university. As Gibbs et al 

suggest, it would be useful to explore whether these leadership characteristics 

are present in universities and university departments where teaching and 

strategic change is “managed” and consequently, perhaps, collegial activity – 

the traditional vehicle for enhancement – is compromised. 
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7.10. Implementing LTS 

The last “barrier” to local level leadership of the enhancement of learning and 

teaching identified in the data gathered from this research is, somewhat 

paradoxically, learning and teaching strategy. The requirement to have an 

institutional strategy in order to qualify for government funding (see Chapter 2 and 

earlier comments in this chapter), alongside other managerial interventions in the 

work of faculties and departments limits, it is argued here, the time that academic 

staff have to enhance their practice through more collegial approaches. Clegg and 

Smith (2005) note the significance of LTS as “part of a policy shift towards defining 

teaching as a legitimate object of scrutiny and improvement”. However, in practice, 

the requirement to design and implement strategic plans can have the opposite 

effect, or at least, not achieve the outcomes intended. However rational a LTS might 

appear at institutional level, it may not “make sense” or match the ideals of individual 

academics or their local communities, leading to what has been characterised as the 

“implementation gap” (Newton, 2003): recognition of the power of those ‘on the 

ground’ to interpret and change policy to better suit their intentions and needs, which 

may include, of course, ignoring it. Barnett illustrated this latter point with reference 

to Schopenhauer’s work “…the will is the substance of man, the intellect the 

accident” (personal communication, EAIR Forum presentation, 31 August 2005), 

suggesting that however logical managerial approaches to learning and teaching 

may be, the will to change (or not) will be the paramount influence on action.  Clegg 

(2003) argues that as pedagogy has traditionally been regarded as the preserve of 

the academic, attempts to influence it are likely to be met with resistance, particularly 

if change is required by a managerial regime. This resistance may come from middle 

management downwards (that is, Heads of Department) in order to maintain 

traditional collegial practices: a further barrier to a faculty co-ordinator who is doing 

their best to implement institutional policy! 

 

Reynolds and Saunders’ ‘implementation staircase’, is useful here. As a model that 

illustrates how different constituencies along the design-implementation trajectory 

impact on the nature of a policy, it shows that policy has a “career” (Trowler, 1998, 

p.76). In related work, Trowler (2002, p.14), notes how policy “...is ‘made’ as it is 

received in different locales (sometimes with loss or fuzziness in parts of the 
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message), interpreted and implemented..” and furthermore, of the influence of local 

culture on how implementation takes place. The notion of teachers as “mediators” 

between educational policy and practice is considered by Brain, Reid and Comerford 

Boyes (2006) in their research investigating ways in which teachers use their 

professional judgement in applying policy in their practice. Although activities in 

schools are much more controlled by government policy than those in HEIs (such as 

the Literacy Hour in primary schools), it is interesting to speculate whether, if more 

extensive control is exercised over the HE sector, similar strategies would be 

adopted by lecturers. Indeed, the typology that Brain et al use to categorise teachers’ 

adaptations to policy could equally be assigned to academics’ responses to LTS: 

conformity, innovation, ritualism, retreatism or rebellion. 

 

Following the initial production of LTSs in response to HEFCE’s call in 1999 which 

resulted, understandably perhaps, in some rushed documentation - in one instance 

from an elite university, consisting of one side of paper (personal communication, 

Roger Habeshaw, 2001), institutions developed approaches to generating 

subsequent strategies in a more “bottom up” way. However, the influence of 

institutional aims and processes is hard to diminish, as this comment from MetroUni 

illustrates: 

…initially around 2006 the LDU suggested that the LTCs asked “from the 
ground up” what the teaching priorities were so that they could 
articulate…those priorities…I thought that was wonderful, I thought that 
was the way management ought to be looking at it…asking people down 
the corridor…you know, behind doors where they very rarely came out… 
that had a sort of metamorphosis, though it didn’t really play out because 
there was increasing pressure from the top to impress the University’s 
priorities for learning and teaching… and the initial priorities from the 
ground got lost…and I spent a long time going from department to 
department asking what their learning and teaching priorities were and in a 
sense, it was a bit of a waste of time.. in the end I felt...because in the end 
there were cross-institutional managerial, economic, political imperatives 
that really determined what the learning and teaching strategy was all 
about… 

External interview 1, TLC, Humanities 
 

As a result of institutional and local culture, LTSs can often be difficult to 

recognise in everyday practice, or more importantly, to achieve change in 

practice where it is needed: 
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…[the department LTS] is really good, it’s a sound policy…but it’s very 
rigid, tick the box, we do this, this, this, this…I suppose what’s lacking from 
it is innovation…it covers everything with limited scope for innovation… 
….[LTS discussion]It did kind of happen, I tried to be involved. I tried to 
say, well, “have the department done this?” but it was almost as though it 
was being [put] down by other people and I get the impression, I might not 
be being fair here, that everybody feels they know everything about 
learning and teaching and assessment, and I’m extra to their 
requirements….. 

Interview 10, former LTAC, Applied Sciences 
 

In some departments, effective local leadership and a collegial culture enables LTS 

action plan targets to become embedded in local practice: 

I’m effectively distilling…important issues at a strategic level at the College 
which I’m aware of...I’m distilling what people have talked about over the 
last 12 months or so…and there’s definitely a leadership thing in there 
because I’m saying well, these things I know are important because [the 
researcher] and others are telling me…I provided the old action plan….and 
they went down the list and when people began to say “Well, we’ve done 
all these!” and I said “I know we’ve done all these” and I imagine more 
often than not people weren’t conscious that we, we’re doing these things 
as part of the Strategy..but we’re doing things for a whole range of good 
reasons.. but at the same time we’re doing the Strategy… 

Interview 3, LTAR Geography and Development Studies 
 

In other departments, strategic work was more of an additional task for individual 

leaders, as this comment about developing a departmental action plan 

describes: 

….I mean the way the learning and teaching strategy was given to me… 
“Oh, we have got to write this learning and teaching strategy…go on and 
have a go at it”…it just [passed] to me…and there was no sort of collegial 
approach to it in the department. The ownership there worries me in that it 
was presented to a staff meeting for comment but nobody said anything 
and it was just passed through. Whereas you need to get ownership and 
that is the key to it… 

Interview 17, Head of Section, Business and Management 
 

Working out the LTS at MetroUni was also problematic: 

…I don’t believe that the latest Student Experience document and the LTS 
have been shared across the University, in fact, because of the re-
structuring….somebody else is line managing me. I said “I think we need to 
review this ‘cos we’re actually working with out-dated ideas here” and he 
said, “Right-oh, get hold of the document”…so I looked on the website and 
I couldn’t find it, and then I had to phone up the “Strategic Writing 
Documents Department” and they said, oh, that’s on a shared area you 
haven’t got access to…and you think, well, how’s this strategy going to 
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happen if people have to fight so hard to get it…but on the other hand, lots 
of positive L & T initiatives are going on, so… 

External Interview 3, TLC, Business 
 

This comment links to issues of management and leadership at both institutional 

and Faculty level, as well as demonstrating the increasing reliance on good 

communication between administrative, service and academic departments – 

another important factor in sustaining leadership at all levels of an institution. 

7.11. Local level leadership – opportunities 

Although all the participants in this research were invited to comment on the 

opportunities as well as the barriers to conducting local level leadership, the 

focus of the discussion tended to emphasise the challenging aspects of the role, 

with the Researcher sometimes needing to prompt participants to return to 

“opportunities”.  The aspects of practice that were identified as opportunities can 

be broadly classified into three categories: collegial discussions; exerting 

influence through committees and groups; and achieving improvements for staff 

and students.  

 

Most of the opportunities were aligned to the benefits of discussing practice with 

colleagues, as the following examples show: 

…I wouldn’t underestimate though, how much learning and teaching 
awareness has now infiltrated, most, I mean certainly all the colleagues I 
work with, I will have perfectly good conversations with them about things, 
well… like, well, how do we manage this? We’ve got 200 hundred people 
and you’ve got a 2-hour session and …. We don’t always have time to 
discuss it but, I mean, the discussion is always potentially there and will 
often happen, and it will often result in some quite creative ideas…. 

Interview 8, Former LTAR, Social & Communication Studies 
 

..We went round department meetings and we certainly had a number of 
workshops...in the main, I worked with individuals…I think individual 
relationships with people are very important for learning of any kind, you 
know, you need to establish who you are and what you can offer and..erm, 
they didn’t really have much time, so you could get them together in 
groups… 

Interview 9, Former ELC, Applied Sciences 
 

…I’ve always liked that thing of networking with people in a wider context 
because you learn such a lot from other colleagues and it’s good to be able 
to pass that on to other colleagues, too… 

Interview 12, Former LTAC, Arts and Media 
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Membership of committees and groups was also perceived as being advantageous: 

…I mean [the Chair]..she’s uhh, committed and I think, I think…again, you 
know, we work very well together [name of Chair] and I, and I think when 
you get that kind of thing you can throw ideas off against each other… I 
think that does come out in the Committee, some of those meetings have 
just been so long. That to me is an indication of the fact [that] the system is 
working, I mean, there is a lot to talk about and a lot to do… 

Interview 5, Assistant Registrar for QE 
 

The e-learning Forum...was very helpful because it was a valuable one 
[link] between academics and management of the University and University 
policy [for e-learning]…I think it was very useful…I was able to shed light 
on aspects where there is very little insight into what it feels like to be the 
academic who doesn’t like e-learning or who can’t quite see the purpose, 
or is concerned about it…I was able to provide that bridge…. 

Interview,Former ELC, Faculty of Humanities 
 

At MetroUni, the Head of the EDU found it useful that the TLCs were line-

managed by Deans: 

..so I was quite keen that these Faculty TLCs would report to the Dean 
because then I felt that there was another communication mechanism for 
informing the Dean about what we were doing…the down side of that, of 
course, then is that some of the Deans were more precious about the time 
of the TLCs that others…. 
 

Overall benefits and opportunities for role holders included the following: 

….I see the role as well, being interesting and being good for the students. 
I also see it as a job protection role in the sense that we are developing 
things, in the sense that we are positive and good for students and keep 
the department alive and vibrant, that aspect of it, too. 

Interview 11, Former LTAR, English 
 

…I’m all for it and I’d like to see more positions available for people who 
are specialists in learning and teaching to help on the ground! 

Interview 6, Lecturer, Sport and Exercise Sciences 
 

…The best is that I’ve got a valid reason to explore different things, you 
know, and not feel guilty using time up to explore different things and it’s 
interesting…I like sharing ideas and I like the fact that there’s a group of 
people across the University [the Learning and Teaching Network] that 
could get together and talk.. and you could just talk in an open forum and 
the views of teaching and learning were valued… 

Interview 7, Former LTAR, Sports and Exercise Sciences 
 

Although in terms of relative volume, comments on opportunities were far less 

than those about barriers and challenges, they are an important aspect of 
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analysing the work of local leaders. Even if barriers and challenges can be 

recognised, minimised or even removed, vital questions still remain, particularly 

in a time of reduced resources. 

7.12. Summary 

This chapter has shown that leadership is critical for success when working in a 

“culture of change”.  Through exploring the barriers to the local enhancement 

roles, it can be seen that institutional and local structures, contexts, leadership 

and management all have an impact on local leadership success and 

sustainability. This prompts several questions, which will be explored in Chapter 

8: 

 How can change be led most effectively within local academic cultures 

and in particular, within disciplines? 

 If leadership needs to be demonstrated at all levels of an organisation, 

how can this be developed and supported? 

 How do these areas link to the concept of a “learning organisation” and to 

sustaining the concept of “academic identity” in a rapidly changing HE 

sector?  

 



132 

Chapter 8 

Developing local level leadership 

This chapter revisits the questions and conclusions drawn from Chapters 6 and 7 

and explores the issues raised with some further illustrative data from the research. 

The purpose of Chapter 8 is, firstly, having reviewed the barriers to local level 

leadership, to discuss how a number of related concepts (culture; structure and 

agency; collegiality; communities of practice; networks) provide a rationale for the 

academic department as the appropriate focus for effective and sustainable 

enhancement of learning and teaching at a local level. Secondly, by considering the 

barriers that local level leaders in this study faced, to identify the features of 

leadership that are ideally manifested in management-level roles. The chapter will 

conclude with a discussion of the specific developmental needs of local level 

leaders, and a review of the potential opportunities that these roles provide to the 

individual and to HEIs in terms of developing leadership capability for “living in a 

culture of change”. 

8.1. Higher Education in the 21st century: complexity and continual 
change 

The research reported in this study explores the role of local level leaders in 

academic faculties and departments. Irrespective of their individual experiences, the 

participants were all operating in a complex environment, working with colleagues to 

seek improvements in learning and teaching through change: enhancement. As 

Chapter 2 identified, the emphasis on enhancement activity to secure the quality of 

the student experience continues in external review processes for HE. Whatever 

forms enhancement takes, it is set to be a constant companion to academic work for 

the foreseeable future.  Barnett (2000) identifies the paradoxical situation that 

universities find themselves in: the ‘supercomplexity’ of the world having been 

generated, to a significant degree, by the generation of knowledge that higher 

education has itself created (p.73). Perhaps then, as academics working in 

communities of staff and students, we have a responsibility for discovering ways of 

managing that complexity and change effectively. As Duke (2000) argues, to sustain 

the university, both materially and in relation to staff (and, the researcher would 

argue, students):  
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“Those empowered and accountable on behalf of the university, from the 
highest level of governance to the most modest level of responsibility for 
managing courses, teams and other assets, should see themselves as serving 
in trust for the care and nurturance of what is in their charge.”                        

(p.105) 
 

So, following on from the principle stated in Chapter 7, that successful change 

requires leadership, this discussion now turns to consider how the barriers to 

effective local level leadership might be militated. In reviewing these barriers, the 

responsibility for exercising appropriate leadership at levels at managerial level is 

explored. 

8.2. Barriers to local level leadership 

The research described in this study identified several barriers to leadership at a 

local level: a perception that local leaders lack power; that they are insufficiently 

recognised locally and at institutional level; that they have insufficient time to conduct 

their work; that some colleagues are not receptive to change; that ineffective 

leadership and management at department level and beyond makes it difficult to ‘be’ 

a local leader; and that there are significant challenges in implementing 

enhancement that appears as process-based, such as LTSs. The researcher would 

add that the uncertainty about whether these roles are those of leadership is a 

significant barrier, too, as it limits the individual leader and their community’s ability 

to recognise and employ that leadership for positive outcomes. 

 

It is suggested that the barriers to effective local leadership can be addressed by 

focusing on three factors:  

 the level at which local leadership is exercised; 

 the leadership provided by management roles at all levels of the institution 

and  

 the provision of professional development for leadership in academic settings.  

The researcher will argue that knowledge of how these factors can positively impact 

on local leadership will increase the opportunities that it affords, in this case, for the 

enhancement of learning and teaching. Additionally, it will be argued that effective 

local level leadership has significant potential for individual and organisational growth 

and development.  
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The three factors identified above, however, need to be considered ‘in context’, so 

the next section of this discussion will concentrate on the concept of ‘culture’ in 

academia, how it relates to disciplinary communities and the possible relationships 

between leadership and culture. The rationale for considering culture is twofold: 

firstly, that academic activity and in particular, the priority given to different types of 

activity, is to varying degrees influenced by the culture in which the individual or 

group is situated; secondly, that leadership may have the capacity to achieve cultural 

change. Furthermore, as the literature suggests that disciplines may have particular 

cultures, reflected in the ways in which their members think and act (Becher, 1989; 

Becher and Trowler, 2001), epistemological influences may need to be taken into 

account when considering the best way to influence changes in practice. However, it 

is noted that the absolute influence of the discipline, that disciplinary culture 

predominates over all others in a university and beyond, is contested (Trowler, 

2009). 

8.3. The concept of ‘academic culture’ 

The concept of ‘culture’ is almost as broad as that of ‘leadership’, although it has 

been explored in only two main disciplinary areas: social science and business, with 

the latter having an emphasis on ‘organisational culture’ rather the ‘values and 

beliefs’ perspective of sociologists and anthropologists. Geertz (1973) defines culture 

thus: 

“Believing, with Max Weber, that man is an animal suspended in webs of 
significance he himself has spun, I take culture to be those webs, and the 
analysis of it to be therefore not an experimental science in search of law but 
an interpretative one in search for meaning.” 

 (p.5) 
 

This definition points to the significance of individual perceptions and the 

appropriateness of an ethnographic approach to investigating culture, views that will 

be re-visited in the evaluation of the methodology in Chapter 9. 

Alvesson, (1993) shows how culture is interpreted through metaphor. One of these, 

“culture as social glue” (p.19) is useful to this research, since it identifies the strength 

of culture as shared values for coping with, or even avoiding, “conflict, tension and 

other miseries” and of creating a harmonious community. However, it also identifies 

a risk: that ideas and practices could be imposed on group members by appealing to 

their sense of shared values.  
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Silver (2003) explores whether universities have a ‘culture’ or whether local sub-

cultures (for example, disciplines) predominate. Interestingly, in discussing the 

results of a study of innovations in teaching and learning in UK higher education, 

Silver notes what might be described as the ‘cultural exclusion’ often experienced by 

innovators who “could be seen as outsiders, possibly even subversive of colleagues’ 

established practices”.  Similarly, there was a lack of description of ‘a culture of 

teaching’. The academics involved in this research identified the predominant culture 

as one of change, with “instability, frequently confusion and conflict generated within 

the institution or by national policy or by the interaction of the two.” Concluding that it 

is difficult to reconcile the idea of an ‘institutional’ culture based on shared values (as 

might be expressed by a commercial organisation) with the variety of interests and 

stakeholders to which a university has to respond, Silver suggests that the concept 

of a university having an ‘organisational culture’ is untenable. If this is the case, 

attempts to embed university “mission statements”, which reflect institutional 

(shared) values and indeed, other institutionally driven strategies, might be difficult, if 

not futile. This is an important notion when considering the fate of, for example, 

institutional LTSs, as well as where best to locate the leadership of enhancement 

activity. It would appear from the forgoing discussion that, notwithstanding the 

contested view of the department as the focus of individuals’ work and cultural 

values and beliefs, it still retains aspects of ‘community’ that provide a coherent base 

for practice development, that is, enhancement. 

 

Hannan and Silver (2000) argue that it is important to distinguish between 

organisational structure and culture (p.77): that an understanding of the structure is 

important but does not give a full understanding of why an organisation ‘behaves’ in 

the way it does. To do this, an exploration of the values and beliefs of members of 

the culture is required. Additionally, Hannan and Silver introduce the debate over 

whether powerful leaders determine culture (p.80) and have the capacity to change it 

or, whether, quoting Meek (1988, p.459), “it [culture] emerges from the collective 

social interaction of groups and communities.” 

8.4. Structure and agency 

The relationship between structure and agency is fundamental to Giddens’ 

Structuration Theory (Giddens, 1984). Trowler (2009) illustrates this argument in an 
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academic context by aligning structure to the influence of disciplines on academic 

practice, and the concept of agency to the ways in which individual academics use 

narrative, construct their ‘identity’ and utilise their power to influence outcomes 

locally (p.181). Arguing that academic disciplines are not the only source of structural 

power (prior social experiences and individual ideologies also playing their part), 

Trowler suggests that, particularly in the case of teaching, learning  and assessment 

where “practice and attitudes [are] less closely tied to the knowledge characteristics 

of the disciplines”, agency will mediate the effect of disciplinary social structures. 

Trowler argues, therefore, that disciplines are one of several structural factors that 

exist in university environments. However, despite this caveat, it is still the case that 

disciplines are important, if only because academic staff tend to give more credibility 

to their disciplinary peers than those who provide ‘generic’ enhancement. Trowler 

quotes from the 2002 evaluation of the LTSN: 

The policy of trying to enhance quality through using subject networks, which 
was tried in various ways before the inception of the LTSN, seems to be 
working. Importantly, it has ‘buy-in’ from teachers who are sceptical of other 
approaches to quality enhancement…Our first annual report…identified the 
most commonly deployed argument in favour of a subject-based approach as 
essentially a social or cultural one, emphasising the importance of disciplinary 
networks and peer groups… 

LTSN (2002) 
 

Applying the idea of the relationship between structure and culture to findings of this 

research, it was intended that the structure that CountyUni had put in place to 

support the enhancement of learning and teaching (local leadership roles; LTS and 

so on) would be effective. However, the evidence that enhancement did not always 

take place easily suggests that there was interplay between individual ‘agency’ and 

the structures: individuals’ capacity to alter structures even though they are 

influenced by them. Similarly, the aims of the CountyUni’s LTS were not necessarily 

carried out or implemented to give the outcomes that had been intended at 

institutional level. 

 

Although the present study did not explore discipline-focused enhancement activity 

in detail, and thus whether disciplinary differences existed in relation to how 

enhancement is perceived and enacted, the argument that the local context is as 

significant, if not more so, than an institutional framework, lends weight to 

emphasising the need for ‘leadership-in-context’, that is, at a local level. 
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So, it appears that although it is contested whether there are significant differences 

between disciplines in terms of teaching and learning practice, academic staff still 

prefer to locate themselves and their professional learning in a disciplinary context 

for what might be loosely (but no less importantly) described as “social” reasons. 

This emphasis on the social aspect of professional learning links to the three other 

concepts in the argument for local leadership of enhancement at departmental level: 

collegiality, communities of practice and ‘networks’. 

8.5. Collegiality 

Collegiality, as a process for decision making in universities, has long been held as a 

‘sine qua non’ of academic life: communities of scholars, protected by the principles 

of academic freedom, achieve consensus and share authority and power (Lai, 2009). 

However, as Harvey and Knight (1996) argue, the traditional concept of collegialism 

(which they refer to as ‘cloisterism’) has been reformed into ‘new collegialism’, to 

include the enlarged group of stakeholders in the academic enterprise (for example, 

students) and also to acknowledge professionals’ accountability for their actions. It 

can be added that, as the earlier discussion showed, in a culture of managerialism, 

the state increasingly limits opportunities for decisions to be made solely on the 

basis of agreed local preferences.  Knight and Trowler (2000) note from their review 

of the literature that the loss of collegiality is demonstrated in three ways: lack of time 

to socialise; to avoid interruptions, choosing to work away from the university; ‘hard’ 

managerialism (that is, managerialism that questions the professionalism of 

academic staff) leading to ‘contrived’ rather than genuine collegiality.  However, the 

importance of collegiality, as both a preferred style of decision making and a feature 

of local academic life, was identified by many of the participants in this research. The 

opportunity for agreeing ways forward through open discussion and debate has 

implications for leadership at all levels, particularly in its capacity to facilitate 

discussion in increasingly busy and complex academic environments. 

8.6. Communities of practice 

The concept of ‘communities of practice’ (Lave and Wenger, 1991, p.160) has a 

contribution to make to the discussion about academic departments as the focus for 

local level leadership for enhancement.  Although it has been recognised that the 

concept has limitations when applied to learning in an academic context (Trowler 



138 

and Turner, 2002; Boud and Middleton, 2003) aspects of it have been found useful in 

exploring peer-learning environments (Cousin and Deepwell, 2005; Jones, 2010).  

 

Wenger (1998, p.73) identifies three ‘dimensions’ of a community of practice. First, 

mutual engagement - the formal and informal ways in which members of the 

community develop cultural ties through conversations and activities that are both 

work-task and socially orientated. Second, joint enterprise: the agreed purpose of the 

group, negotiated by mutual agreement and for which members are mutually 

accountable. Third, shared repertoire: “over time, the joint pursuit of an enterprise 

creates resources for negotiating meaning.” (p.82). Brief reflection on these 

dimensions suggests that they could all apply to the ‘community’ that is an academic 

department. However, the detail of the dimensions suggests some principles are 

difficult to apply directly to academic communities. These include, for example, the 

way that members of a community of practice move from being trainees to full 

members: the notion of “legitimate peripheral participation” (Wenger, 1998, p.100). 

Although in academic departments, new lecturers gradually becoming more expert 

and move to a state of ‘expertise’, as in Wenger’s model, the reality of academic 

practice is that in an environment of constant change ‘experts’ frequently change 

places with ‘beginners’, moving from the centre to the edge:  developing mastery of 

e-learning technologies being an example. Similarly, as well as socially-constructed 

knowledge, individuals learn and develop independently of the group, and indeed, 

within other ‘communities of practice’,  as members of many interlinking or separate 

‘communities of practice’; research groups; professional bodies; and other 

disciplines, which, with the increase in interdisciplinary learning and teaching 

provides an interesting context in which to explore the influence of more than one 

disciplinary culture on academic practice. 

 

However, despite these challenges to the concept of communities of practice, which 

Knight and Trowler (2001) consider in detail, it is still important to this discussion 

because, despite its limitations, it reminds us of both the importance of recognising 

the power of work and social interaction as a location for professional learning and 

secondly, of the need for leaders to contribute to and understand the ways in which 

members of their local community understand and communicate about their 

professional practice. As Knight and Trowler argue, local leaders have particular 
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advantages over institutional leaders because they can: explore the impact of 

changes in practice; apply interventions in ways that are sensitive to local culture 

and beliefs; and make explicit the implicit meanings in ‘taken for granted’ discourse, 

thus empowering group members (p.59). Enhancement of teaching and learning, it is 

argued here, is ‘professional learning’ for academic staff and the departmental 

community can (if conditions are favourable) perform an important educative 

function: the significant workplace learning that takes place informally through 

interaction with peers (Boud, 1999), building on the collegial aspects of work 

practice, rather than ‘structured’ staff development activity. This is important to 

consider in the context of earlier discussion in Chapters 2 and 7 about academic 

development: Boud (1999), for example, argues that workplace learning – learning in 

the context of academic practice rather than separate from it - should be the focus of 

academic development. 

8.7. Networks for enhancing learning and teaching 

Unlike communities of practice, the literature about professional networks has a 

broader base, including work within the business and computing communities. The 

development of “on-line” communities is a particular source of interest. The term, 

however, has some unfavourable connotations, as Middleton (2007) argues: 

It is sad that, nowadays, the word conjures up images of self-serving, nasty 
people who are entirely out for themselves…but the danger is, in denigrating 
networks, we lose a piece of connectivity in society that we badly need. And it’s 
this connectivity that is so crucial in producing the sense of belonging which 
enables people to add value, either to the organisation they work in or to the 
society they live in.  

(p.112) 
 

When explored more objectively, the pattern of connections that individuals make 

with others – considering the concept of networks in the context of academic work – 

can illuminate important ways in which professional learning takes place. Roxå and 

Mårtensson (2009), in their study of lecturers’ conversations, found that individuals 

have ‘significant conversations’ with a relatively small number of individuals, 

sometimes outside the boundaries of their own discipline. Although informal and 

unbounded these networks could be significant in the acceptance or otherwise of 

institutional policy as they are “resilient to external pressure”. Of particular interest to 

the research reported here is that where the local culture is supportive of these 
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conversations, the size of the network was larger. This has implications for 

leadership and its ability to foster environments where such conversations can 

flourish. In larger academic departments, for example, this would be particularly 

valuable. Moron-Garcia, (2010), in her discussion about establishing networks for 

pedagogic researchers based in CETLs, found that the groups provided an 

opportunity for relatively isolated professionals to establish links with others in similar 

roles. However, it was difficult to maintain the groups as the CETL programme drew 

to a close (the impact of structure on practice). The author noted that despite the 

widespread use of the term to describe work-related groups, these networks could 

not be described as ‘communities of practice’ because they “have yet to achieve the 

necessary shared repertoire and reification” (p.13). Jones and Esnault (2004) argue 

that networks are not communities of practice because, as Wenger (1998) 

suggested, they are not cohesive and do not share ‘historical’ processes. This 

illustrates one of the difficulties of using a term – network - that has multiple 

meanings.  In the research reported here, for example, one of the most important 

ways in which local leaders were supported was through their membership of 

CountyUni’s “Learning and Teaching Network”, which, although informally 

constituted developed over time, several of the characteristics of a community of 

practice. For example, providing an environment where “apprentice” local leaders 

could learn with each other and from their more established local leader colleagues. 

In fact, it is suggested that this network, together with the informal group established 

between the original LTACs, constituted the only professional development provided 

for local leadership roles. 

8.8. Creating an environment for enhancement  

The forgoing discussion identified several issues that are important for supporting 

enhancement at a local level. It is evident from applying the concepts discussed that, 

although an important part of academic work is to form links with colleagues outside 

the immediate community, the discipline – in the form of an academic department – 

is likely to be the most appropriate base for enhancement. This is supported by the 

work of Fanghanel (2005) who, in investigating lecturers’ pedagogical constructs, 

found that the department was “crucial in terms of its impact on practice.” In 

particular, it was noted that the department was where the ‘agency’ of lecturers had 

particular influence. As Knight and Trowler (2000) state: “The university department, 
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or subunits of it…is the primary location of the operation of agency.” So, the 

department is an important focus: it provides the disciplinary basis for academic 

identity and the range of shared experiences and knowledge that disciplinary-based 

groups share; opportunities for academics to be agentic in their discussions and thus 

influence structures and practice; an important environment for informal professional 

learning. However, since the effectiveness of the departmental group is dependent 

upon the establishment of collegial relationships and on opportunities for creative 

conversations and activities to take place, the role of leadership to promote 

enhancement is critical: both at practitioner and at managerial level. So also is the 

way in which leadership is exercised.  Lueddeke (1997) in his relatively early review 

of EDU practice, noted the value of incorporating a focus on departments (Gibbs, 

1996) and the inappropriateness of identifying an ‘expert’ as a change agent in 

academic communities. Illustrating his argument with reference to Havelock and 

Zlotolow’s (1995) categories of: catalyst; solution giver; process helper and resource 

linker, he states: 

“Of the four roles, that of solution giver or ‘expert’ is probably the least 
effective in higher education where new developments result most often 
from critical enquiry and the collaboration of peers.” 
 

This is a useful idea to bear in mind when analysing the barriers to local leadership 

identified in this study, and also when considering how that leadership should be 

exercised if change in academic practice is to take place. 

 

Interestingly, as described in Chapter 5, MetroUni has moved from having faculty-

level roles to school/department based “Learning and Teaching Lead” posts. This 

provides an opportunity for closer working between local leader and front-line 

academics but greater challenges for co-ordinating the group of local leaders, since 

they are much greater in number. CountyUni, as will be discussed in Chapter 9, may 

be re-introducing department-based roles, too. 

8.9. Leadership of local leadership: a critical factor 

The data from this research indicated that for a number of participants working at 

department level, lack of leadership, and in particular, lack of vision about what the 

department and university should become, presented a challenge to their work. For 

faculty based posts at both CountyUni and MetroUni, not surprisingly, the leadership 
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of the “local” Dean was significant as well as that of Heads of Department, for the 

same reason. It is important here to identify how the concepts of ‘leadership’ and 

‘management’ at Head of Department (or indeed, Dean of Faculty) level are 

interpreted in this research. Management skills are an integral part of leadership at 

these levels. In other words, in addition to providing a clear vision of future 

development to the team; creating a supportive environment in which to work; Heads 

of Department and Deans are, within those activities, also using the processes and 

skills of management to ensure as far as possible, that team aims and objectives are 

achieved. As Middlehurst (2003) comments: “…at department level, the two 

functions are typically closely integrated” (p.129). So, the term “leadership” for these 

more senior roles will assume inclusion of management aspects, too (Ramsden, p. 

107). 

 

Chapter 3 identified that for academic staff, aligning themselves with “management” 

could be seen as demonstrating disloyalty to their primary focus: the discipline. It 

therefore follows that academic staff taking on senior leadership roles would benefit 

from formal development for these positions, including mentoring from more 

experienced colleagues, so that they can explore and feel more confident in working 

with the tensions that their roles involve. Hotho, McGoldrick and Work (2008), whilst 

accepting that academics will be probably have the most appropriate professional 

background for managing their peers, note that significant development will be 

needed in order for them to manage the “inherent ambiguity and role conflicts” that 

their position as a middle-manager presents. 

 

Chapter 3 noted that both research into, and development for, departmental 

leadership has increased in the last two decades. Ramsden’s (1998) text “Learning 

to lead in higher education”, pays considerable attention to the concept of ‘academic 

leadership’ and how effective leadership is demonstrated through “vision, 

imagination, academic integrity combined with efficiency.” (p.82). There is a 

significant emphasis on the importance to those who are led, of shared values and 

academic credibility. Particularly relevant to this research is the capacity of leaders, 

as in Kouzes and Posner’s “Five practices of successful leaders”:  the ability to “turn 

followers into leaders” (Ramsden, 1998, p.111). However, despite a greater focus on 

the importance of leadership skills at department level, Deem (2003) noted from 
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research conducted with 135 ‘manager-academics’ that they were poorly prepared 

for their roles and received little formal training. As Figure 2 shows (Ramsden, 1998, 

p. 125), personal leadership development is central to conducting an academic 

leadership role. 

 

Figure 2 - The domains of academic leadership (Ramsden, 1998, p.125) 

It would appear, then, that Heads of Department at CountyUni, who at the time of 

this research did not have a dedicated leadership development programme provided 

for them, would have acquired their leadership skills from informal work-based 

learning and from their wider experiences outside work. It is suggested by the 

researcher that this knowledge, combined with an individual’s personal skills and 

motivation to critically reflect on their role would lead to a range of leadership 

capability being demonstrated at department level across the institution. 

Interestingly, from the results of this study and from the researcher’s knowledge and 

observation of the departments at CountyUni in her professional role, the 

departments who are most frequently identified as demonstrating innovative practice 

in teaching are also those where the leadership exercised by the head of department 

reflects those characteristics identified by Gibbs et al. (2008 and 2009). These 

departments also have strong collegial cultures and, as Gibbs et al. discovered in 
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their research, although demonstrating differing forms of leadership, the Heads of 

Department all find ways of ‘spreading’ leadership responsibility within the staff.  This 

latter organisational skill was demonstrated by either embedding the work of the 

discontinued posts of responsibility within the portfolio of more senior academic roles 

(for example, Deputy Head of Department) and/or through creating opportunities and 

an environment in which discussion about learning and teaching and disciplinary 

issues, can flourish: an important aspect of maintaining collegial relationships and 

establishing informal networks between staff to facilitate informal learning.  

 

Whilst consideration of the detail of leadership development for a Head of 

Department is outside the aims of this research, given the reliance of effective 

change on leadership at all levels of an organisation, those immediately ‘above’ the 

local leaders whose work is the focus of this study (remembering that all the local 

leaders were members of academic departments, whether working at department or 

faculty level) are particularly significant. Bryman (2007) in his review of the literature 

on leadership in HE, identified ten leadership behaviours that were associated with 

effective leadership at departmental level, several of which align with Gibbs et al.’s 

findings and those of this study. These include establishing a clear sense of 

direction/strategic vision; preparing the department arrangements to facilitate the 

direction set (for example, managing workloads to enable local leaders to attend 

relevant meetings); creating a positive/collegial work atmosphere in the department; 

acting as a role model and establishing credibility. 

 

Being a Head of Department in UK HE is an increasingly challenging role. 

Middlehurst and Elton (2003) supported the view of Kotter (1990) that leaders will 

need to exercise different approaches in times of ‘scarcity or uncertainty’ (arguably, 

taking a more ‘managerial’ stance) compared to permitting more freedom at a local 

level in ‘happier times’. This illustrates both a challenge and an opportunity at local 

level. The Head of Department, while maintaining an open and collegial atmosphere, 

may increasingly need to use a degree of authority when large-scale change is 

required in the operating climate of HE. The presence of local leaders working at 

practitioner level can complement this by supporting colleagues through what Taylor 

(1999) describes as the capacity to manage “one’s identity so that the sense of loss 

associated with change can be resolved more quickly” thus “identifying the aspects 
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of identity that will continue to offer meaning and reward in the emergent 

circumstances” (p.151). At CountyUni, the major institutional change of moving all 

taught programmes from 15 to 20 credit modules in 2006-07 is a good example of 

how change was achieved, but could have been achieved better, with stronger 

leadership at faculty and department level. Although relatively clear direction was 

provided at PVC level, the absence of consistent faculty and departmental 

leadership combined with the cessation of local leadership roles, resulted in a 

variable ‘performance’ in the design of new programmes and in some departments, 

unacceptable levels of stress. To be successful at implementing enhancement, 

Deans and Heads of Department need to be committed to and support enhancement 

initiatives. This can be demonstrated in a number of ways including facilitating 

opportunities for collegial discussions, for example, “open door” policies and carefully 

considering the arrangement of work and meeting spaces; creating informal 

opportunities for socialising; ensuring that timetabling supports team as well as 

individual teaching; sharing leadership activities within the department but providing 

clear support; recognising and celebrating developments.  

8.10. Local level leadership 

The remainder of this chapter returns to local level leadership for enhancement: 

academic staff who are identified as having particular responsibility for developing 

learning and teaching within an academic community. The discussion above focused 

on the significance of support for this leadership from those in senior roles, both 

close by (Heads of Department) and continuing up through their line management to 

Deans of Faculty and the Senior Management Team. Looking at this from an 

institutional perspective, it argues for an organisational approach to leadership 

development at all levels,  a strategy that will be considered after exploring the 

development needs of local leaders. 

 

Chapter 6 identified that successful local leaders, although often uncertain that their 

role is one of leadership, have a range of behaviours and values that enable them to 

gain the respect and trust of colleagues. Working in a collegial manner, they consult, 

advise, encourage and celebrate success. Typically, they are good listeners who 

lead by example and empower colleagues to change and develop their practice by 

inspiring confidence. They work outside the department, developing links with other 
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groups to facilitate the sharing of good practice from their locality and to ‘refresh’ 

local teaching and learning practice with new ideas.  They play a valuable role in 

working with their disciplinary colleagues in ‘interpreting’ and enacting policy in ways 

that are appropriate for the local context. In order to conduct their role effectively, 

they need to be supported and “championed” through a commitment to the 

enhancement of learning and teaching demonstrated by their Head of Department 

and in turn, by faculty Deans and the Senior Management Team. Also, as the thesis 

of this research argues, the impact of their work would be considerably enhanced by 

greater recognition of their activities and by professional development for their 

leadership role. 

 

Cooke (1995) provides a good summary of factors that affect the successful 

implementation of change at a local level:  

I believe that three factors were crucial in facilitating my own position…The first 
was a strong sense of commitment from senior management…the second was 
that in my various roles I have always been an active member of the 
institutional committee structure…..The third, and probably most important, was 
that I kept up a teaching commitment in my own discipline….this is vital to the 
concept of ‘taking people with you’ and lessens the danger of having a sound 
policy agreement on change but no delivery because staff have simply ‘filed it’ 
and hoped it would go away. 

(p.114) 
 

This extract identifies some of the structural matters that support a local leadership 

role: commitment from ‘above’; the opportunity to engage in discussion beyond the 

department through formal mechanisms (committees) and also informal groups; 

continued engagement with the same work as one’s peers. However, as the list of 

characteristics given earlier shows, there are also considerable subtleties in acting 

as a change agent within a local community which call for a significant level of self-

awareness and reflection. As well as creating a learning environment for one’s 

peers, local leaders need to be reflective practitioners themselves. The researcher 

suspects that a fruitful area for future investigation would be to explore how local 

leaders “learn” their role: a topic for consideration in Chapter 9.  

 

McKenna and Maister (2005) in their text on leading groups of professionals, allude 

to the complexity of this work. Noting the inherent challenge (identified by the 

participants in this research) of having limited, if any ‘power’ to “issue instructions, 



147 

commands or orders”, they suggest that to be effective, “…you must act primus inter 

pares, the first among equals” (p.xix). This perspective supports the idea shown in 

Figure 1, the model for local level leadership, that although a member of a peer 

group, someone with a peer-leadership role needs to be recognised and respected 

by those in their department, particularly in relation to teaching and learning. This is 

not to suggest that they have to be a paragon – indeed, demonstrating humility and 

being open to learn new approaches alongside their colleagues is also an important 

factor in establishing their credibility.  

 

Even if the local environment is supportive of the role, as outlined earlier, there will 

still be challenges to overcome and local leaders need to learn how to deal with 

these situations. Wright (2003) discusses the work of Martin (1999), who explored 

the differences between how industrial corporations achieve change through all parts 

of the organisation working out how to move forward (Senge’s concept of ‘the 

learning organisation’ [2006]). Wright argues that this is in contrast to the model that 

was adopted by universities: to lead change from the top down.  As a participant in 

Martin’s research commented:  

…I find myself trapped by a bunch of amateur politicians in this university. I feel 
helpless to make an impact and change things for the better either for myself or 
my students. For the first time in my life I feel a victim. 

(p.52) 
 

Local leaders, then, could be instrumental in helping their colleagues move out of 

this sense of being a victim – or indeed, working through the power of agency, 

facilitate debate and discussion so that the ‘change’ whatever it may be, is rendered 

more acceptable to the local culture, if ultimately it has to be accepted. Senge, as 

Martin notes (p.52), uses the concept of ‘personal mastery’ as a way of overcoming 

this sense of helplessness (Senge, 2006, p.136). This ‘discipline’ is concerned with 

developing an individual’s capacity to recognise the environment in which they work 

(for example, by cultivating a broader understanding of the ways in which it operates) 

and then determining what they can do about it, to improve the situation for 

themselves and for others. This, together with the broader aspects of Senge’s notion 

of ‘the learning organisation’ provides some useful indicators for how complex and 

continual change can be managed more effectively, both at local and at institutional 
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level. For the local leader, an awareness of how these concepts of institutional 

learning might be applied to their context would seem to be valuable. 

8.11. Choosing to lead at local level 

It is evident from the comments of participants in this research that although leading 

at a local level affords opportunities, by far the greatest number and length of 

contributions were concerned with the barriers to carrying out this work. This section 

explores the reasons why academics become involved in this work and speculates 

why, in spite of the difficulties, these academics persisted with their leadership roles.  

Career development that may result from having a local leadership roleis also 

considered. However, as with the leadership aspects of the work, it will be argued 

that the benefits need to be made clear in order for the potential of this work to be 

realised in the broader context of individual and organisational development. 

 

From analysing the responses to questions that invited participants to explain why 

they applied for their role, three main reasons could be identified from staff at 

CountyUni: an interest in learning and teaching; recognition that change was needed 

and a commitment for this to happen; to develop their career in a non-managerial 

setting.  At MetroUni, the reasons given were a little more focused: an interest in 

educational development; to support student learning; to achieve promotion to 

Principal Lecturer; to develop teaching across disciplines; because they were 

committed to disseminating good practice. As previously discussed, the four staff at 

MetroUni had, during the course of their work at TLCs, received specific 

development for their roles and they had also been in post for a longer length of time 

than most of the participants at CountyUni.  

 

The following extracts demonstrate a range of reasons for choosing to apply for local 

leadership roles. The first four are from the participants from MetroUni: 

I was only teaching 2 modules and a bit of biotechnology…I had always been 
interested in teaching and learning in a fairly amateurish way and so when I 
knew the job was coming up…it was kind of coincidental in the Dean inviting 
me to apply and me being interested…. 

External interview 2, TLC, Biological Sciences 
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I’ve always been interested in education…I  wanted to have a more expanded 
role, I wanted to become a Principal Lecturer…it seemed an ideal job to me, so 
that’s how I got the role…I had to do a presentation and was accepted… 

External interview 4, TLC, Health 
 

Why did I apply for it? It absolutely seemed like the job I wanted to do because 
I came into education because I was interested in learning, in students learning, 
so I had far more interest…than in a discipline….it was the first PL post I had 
applied for…because that was what I was interested in… 

External interview 3, TLC, Business 
 

I work in Education and Social Science anyway…I’m interested in educational 
issues, I wasn’t involved in staff development at the time but I was aware of 
staff development issues going on at the University and I found them 
interesting. I mean….reflectively looking at my own role…I was…you know, 
concerned about my own teaching style… 

External interview 1, TLC, Business 
 

So, it appears that there were a variety of career ‘circumstances’ that led to the 

participants at MetroUni applying for the TLC role in their respective faculties but all 

of them articulated a clear interest in learning and teaching. The link between the 

role and a PL post (a grade that is not available at CountyUni) suggests the level of 

recognition and commitment that the institution placed on the role.  

 

The responses from CountUni vary, too. There is a suggestion from the tone of the 

responses that the role-holders had considerably less confidence about the 

contribution they could make to this work - a sense that they under-valued the skills 

that they brought to the role. This may have been exacerbated by them often being 

the only applicant or having been asked to apply: 

I started as an LTAR, erm, because I was kind of suggested for the role 
because I didn’t get the ELC role, which would have been better suited to my 
research at the time..so when this role came up, they said “[name of participant] 
will do that one” so that’s how I got to do it – but I am quite interested in …. 
learning and teaching.. 

Interview 10, former LTAR/LTAC, Computer Science 
 

…what happened initially was that no-one applied. And I also didn’t apply and 
I’m not the most technical person, I didn’t perceive myself as [one] anyway.. we 
have to use quite a lot of technology in languages, so it put me…I think [name 
of Dean of Learning and Teaching] as well as colleagues from the department 
thinking it would be a good idea if I did…anyway, you know, it wasn’t a sort of 
automatic appointment…but I think I fulfilled the criteria as the only person 
available…I find this really common and particularly amongst women, I 
suppose, but it’s just that classic thing that you don’t, you think someone else 
can do it better…so I didn’t think of putting myself forward… 
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Interview 14, former ELC, Humanities 
 

Well, I applied for the LTAR role….for two reasons: firstly, I was very interested 
in learning and teaching because I had come from institutions where there was 
virtually no interest in that…and the other one was that there was an increment 
attached to it! So that was an incentive, too! So, you know, mercenary reasons 
but also the personal reasons really… 

Interview 11, former LTAR, English 
 

…I’ve thought about this…I think I was looking for something which didn’t exist, 
I think I fell into it because I was somebody [who was] perceived to have an 
interest in the area…and somebody who might ‘run with it’, a common scenario, 
those who do things tend to get given more… 

Interview 8, former LTAR, Social & Communication Science 
 

…I think, I mean, being atypical and being in Sports Science, it’s about the fact 
of, possibly, where they view teaching and learning in the grand scheme of 
things…and being the only one in the department interested in teaching and 
learning in a generic sense, than standing and lecturing…and that’s how it 
happened… 

Interview 7, former LTAR, Sports Science 
 

So, although an interest in learning and teaching is indicated by most participants 

there is a much less purposeful tone to their rationales for applying for these posts 

than the participants at MetroUni. It must be remembered, of course, that all of these 

participants had subsequently lost the increment(s) associated with the role when 

they were discontinued, so their less enthusiastic response (compared to those from 

MetroUni) may not be surprising. However, the comments might also suggest that 

there was a lack of enthusiasm (leadership) by their managers to advocate for the 

role when they were established, and perhaps, a lack of awareness about what the 

experience might be able to offer.  

 

Margolis and Deuel (2009) explored the literature pertaining to teacher leadership 

motivation. A number of reasons for teachers taking on leadership roles were 

identified: to enhance their ability to influence others (and that these skills were 

transferable to other contexts); to gain confidence in how the educational system 

‘works’; to provide greater interest; to learn with other adults. Financial reward was 

also mentioned. The authors also looked at whether teacher leadership roles had 

more impact when formalised and found that informal leadership was common 

though often “simultaneously present and invisible – even to the teacher-leader”. 

This was demonstrated by Muijs and Harris’s (2006) study which also found that 
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“most teachers viewed the word “leadership” as foreign to their work lives” – a 

comment that echoes the views of many participants in this study. It also suggests 

that, even in the school education sector where ‘distributed leadership’ is common, 

not everyone is aware of the personal and career development it provides. 

 

The use of language in the area of leadership has some bearing on this discussion. 

The argument that lecturers in universities – in common with school teachers – may 

perceive tension in being involved in leadership because of its associations with 

management is, perhaps understandable. However, as suggested in Chapter 6, this 

also suggests that the nature of leadership within academic communities is not 

understood. Knight and Trowler (2001) consider the differences in meaning between 

leadership, leaders and leading. Preferring to use ‘leading’ as it refers to an active 

situation where ‘thinking and doing’ interact, the authors state:  

The position that we develop…is that there are problems with expecting 
‘leadership’ to improve higher education and that thoughtful people (leaders) can 
improve it by repeatedly acting wisely in many different circumstances (leading). 

(p.ix) 
 

Apart from the grammatical differences between these words, there is, perhaps a 

softer association with ‘leading’. ‘Leadership’, is a ubiquitous term in business 

practice and also associated, the researcher suggests, with the language of 

managerialism. Beecham (2008) writes about the impact that managerialist language 

might have on higher education, where authors of strategic documents have 

“capitulated to the authoritarian discourse of managerialism”. The frequency with 

which abstract words such as “excellence”, “opportunities”, “development” and 

“quality” are used in academic discourses is commented on: as these words have no 

reference to particulars (their meaning is opaque), Beecham argues that they 

represent “the language of conformity and control”. Whilst this view of what language 

might be suggesting may appear as a little extreme, it is likely that even without 

appreciating the semantics involved, certain words and expressions create a barrier 

to individuals (in this case, academic staff) engaging with policies, mission 

statements and other forms of communication in their everyday work. It has also 

occurred to the researcher, that by altering the way in which she had expressed 

questions about leadership to the participants in this study, different responses might 

have been given. The question “Could you tell me something about the way your 
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work has involved leading your colleagues to enhance their practice” is not quite the 

same as “Could you tell me something about how your work involves leadership?”. 

Equally, when thinking about how to provide development for local leaders, it may be 

important to pay more attention to the nature of the language used, as, particularly 

for ‘reluctant leaders’,  “managerialist” language may not emphasise and encourage 

the peer-focused nature of this work. 

 

The tension evidenced in this research about the appropriateness of the term 

“leadership” to describe the role and activities of those who work within academic 

teams at local level can be considered in relation to research in the area of 

educational development. Interestingly, the parallel between educational 

development and local leadership does not appear to have been explored in this 

literature. Equally, it is important to note that at the site of the study, both the staff of 

the LTI (CountyUni’s organisational unit for promoting enhancement) and the Faculty 

and departmental-based roles did not, at the time of the research, identify 

themselves as “educational developers”. Indeed, as explained in Section 5.9, the 

structure of the LTI had been deliberately established in a non-traditional format to 

withstand funding changes, perhaps contributing to this situation. With additional 

areas of activity and establishment rather than seconded posts the LTI had, the 

researcher realises, somewhat distanced itself the EDU “community” in the wider HE 

sector. Equally, those in local leadership roles did not operate under the mantle of 

“educational development”, as might be the case in other institutions.  

 

In common with work into local leadership roles, research into educational 

development roles is relatively limited. However, work that has been published is 

authored by leaders in the field, and is informed by research in philosophy and the 

behavioural sciences, thus providing an important area of the literature to consider. 

Webb (1996a) in his text “Understanding staff development” considers how a variety 

of theoretical approaches – from positivism and critical theory through 

phenomenography and reflective practice – can inform but not provide a “blueprint” 

for educational development practice (p.81). In arguing that in a postmodern world, 

the practitioner has to work pragmatically and flexibly to provide appropriate 

environments for professional learning, Webbs’ view provides an approach that 

would supports Becher and Trowler’s (2001) findings.  In exploring the critical 
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aspects of an academic career, they note that “to exercise your own creative 

instincts – to be your own boss” (p.149) is an important attribute, in which case, 

those with educational development/local leadership roles should be aware of the 

delicacy needed to facilitate enhancement: changes to practice. Equally, however, 

Becher and Trowler note that the potential for isolation within the “disjointed and 

compartmentalised” academic world paradoxically provides a greater need for 

unifying understanding between those in different fields, particularly as a form of 

mutual support against the rise of managerialism (p.205). This idea justifies one of 

Webb’s (1996b) key factors in for successful educational development: self-

understanding. Using Schleiermacher’s concept of the ‘hermeneutic circle’, Webb 

argues that the essence of a successful educational development relationship 

involves a “constant shifting of position” between parts and the whole understanding 

– by both parties – and the consequent adjusting and appreciation of different 

perspectives. However, in this shared dialogue there may also be an unequal 

distribution of power if the colleague or group of colleagues who are being 

“developed” are not party to the discourse of teaching and learning (for example) that 

is being discussed. The researcher argues that these difficulties may be overcome 

by leaders for enhancement being based within their local academic community, 

where such differences are less likely to pertain. Knight and Trowler (2001) argue 

that a central aspect of social practice theory is the need to understand “not just the 

cognitive dimension but the whole person” for learning to take place (p.55). Again, 

this supports the value of local leaders being members of their disciplinary 

community, rather than being based in an EDU. 

 

Land (2004) describes educational developers as a “fragmented tribe”: whilst 

identifying the need for changes in practice they are uncomfortable about pre-

determining the direction for development. Land uses the term “orientations” to 

explain how an individual responds and makes sense of the context in which they 

are working and, as a result, determine how they should act (p.13). Orientations are 

therefore, a reaction to the academic situation in which they operate and as such, 

will be variable depending upon the context. As Webb (1996) identified, some 

aspects of this identity may reflect the “flows of influence and power in which…the 

developer finds him or herself emeshed”. Land argues that educational development, 

as a community of practice, will contain competing discourses of development (p.14). 
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This is an interesting application of Wenger’s (1998) work, discussed in 8.6 above. 

Land’s (2005) twelve “orientations to academic development practice”, rather than 

focusing on [leadership] behaviours and skills are “analytic categories which include 

the attitudes, knowledge, aims and action tendencies of academic developers in 

relation to the contexts and challenges of their practice, but they do not relate to 

developers’ personal characteristics, and are not fixed.” (p.4). 

 

Land then considers how these orientations can be explored in relation to forms of 

organisational behaviour and culture, generating a model which suggests how 

academic development might be conducted in a variety of cultures.  Using Becher’s 

(1989) four patterns of organisational behaviour and  McNay’s (1995) model of 

universities as organisations, Land creates a typology of university cultures: 

anarchic, collegial, enterprise, hierarchical, managerial and political. These cultures 

are then plotted across a vertical and a horizontal axis each representing polarised 

aspects of academic culture: concentrating from the individual to the institution on 

one axis, and between a “domesticating” policy focus or a “liberating” critique focus 

on the other. The orientations are then located on the model according to the 

academic culture to which they are aligned (Figure 3, p.155). Land acknowledges 

that as a two-dimensional model, this has limitations compared to the more complex 

nature of organisations, where a variety of cultures may exist in one organisation – 

as demonstrated by the differences in disciplinary cultures that Becher and Trowler 

explored (2001). The aspect of Land’s (2001) work that is useful to consider in 

relation to the present research are the categories or “orientations” to academic 

development practice (Figure 4, p.156). Whilst remembering that the roles and 

experiences of the participants in the study were explored in relation to their position 

as local leaders of academic practice, rather than educational developers, the 

descriptions of the various orientations provide a further way in which the data could 

be analysed. Although outside the scope of the present study, this approach is 

recommended as an area for further research in section 9.12. 
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Figure 3 - A Model of Academic Development (Land, 2001, p.9) 
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Figure 4 - Orientations to academic development practice (Land, 2001, p.6) 

 

8.12. Developing local leadership 

The discussion in this chapter has ranged over a number of issues pertinent to 

developing local leadership: the significance of the context in which leaders work; the 

continuing emphasis on the discipline and academic department as the focus of 
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academic identity and therefore where enhancement is most likely to be fostered; the 

need for developing knowledge and awareness of what local leadership can achieve; 

the importance of appropriate communication. Most significantly, the critical 

contribution that Heads of Department and other senior managerial staff make to the 

success of local leadership. When reviewing all the barriers to local leadership that 

were identified in this research, most, if not all of them, could be reduced in their 

effects if leaders from Head of Department ‘upwards’ demonstrated commitment and 

communicated a clear vision of the importance of learning and teaching. This 

suggests, therefore, that in addition to development for local leaders, an “institution –

wide” awareness of the potential for local leadership needs to be considered, in 

addition to formal development for those in senior (managerial) leadership roles. 

 

However, the main purpose of this research is to consider local leadership and its 

support and development. The researcher, as a former LTAC, would suggest that a 

considerable amount of tacit, informal, learning took place through the networks of 

local leaders at CountyUni, a view borne out by the comments of participants. 

However, compared to the participants at MetroUni, CountyUni participants showed 

much less awareness of the potential that these roles had to promote enhancement 

of teaching and learning, or what skills they might have or need to develop to support 

their role. This suggests that informal learning needs, perhaps, to be “pump-primed” 

with structured discussion about leading at a local level, supported by regular 

development to explore both the specific and wider aspects of working with 

colleagues as individuals and in groups.  

 

It is also interesting to consider how the experience of holding a local leadership role 

might impact on career development. A review of 35 local leadership post-holders in 

2005-06 at CountyUni showed that by 2010, 18 were working at the level of Deputy 

Head of Department or above, including Senior Teaching Fellows, Associate Deans, 

posts in academic development and one, a National Teaching Fellow. This suggests 

that the skills and knowledge that these roles require are valuable beyond the work 

itself, and should be recognised both for their contribution to individual career 

development and the university’s capacity for leadership in more senior roles. This is 

where Human Resources department could be involved in considering these roles as 

part of a university’s Organisational Strategy – its plan for enhancing the capacity of 
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all employees to be more responsive to change in an increasingly complex working 

environment. 

 

It is also important to mention that, although its introduction has not been as 

widespread as was hoped, Standard Descriptor 3 (SD3) of the Framework for 

Professional Standards for Teaching and Supporting Learning in Higher Education 

(PSF), lends itself to the recognition of local leadership roles. The researcher, having 

led CountyUni’s application to achieve accreditation for their CPD framework for 

achievement of all three Standards, has spent a considerable amount of time, 

alongside colleagues from other UK HEIs, in determining the nature and focus of 

SD3, which, unlike the other Descriptors, had not been aligned to any accredited 

formal study. From conversations with a Senior Adviser with the HEA, it emerged 

that leadership as an aspect of practice within SD3 had been conceptualised as an 

activity irrespective of status. However, senior managers in the HEA at the time that 

the Standards were published in 2005 were believed to hold the view that leadership 

in the context of SD3 was leadership as a component of a management role related 

to learning and teaching. However, overall, it was recognised that whilst leadership 

should be a component of a management role, it is possible to lead colleagues 

without holding a management post. This was particularly important, as the Higher 

Education Academy’s National Teaching Fellowship Scheme had, at that time, a 

“rising stars” category, for early career academics who demonstrated leadership of 

learning and teaching. However, the HEA, in including leadership within the PSF at 

SD3, needed to recognise the boundaries between their work and that of the 

Leadership Foundation for Higher Education (LFHE), which was more concerned 

with the development of leadership within management roles. However, in the 

Change Academy programme (jointly delivered between the HEA and LFHE), 

leadership at all levels, in both formal and informal roles, is recognised and 

developed (Rob Norris, personal communication, January 2011).  

8.13. A model for local level leadership 

The last section of this chapter provides a model for local level leadership, 

developed from both the analysis of the interview and focus group data. The 

model itself (Figure 5, p.164 ) is preceded by four tables which illustrate the 

language used by the research participants to describe local leadership roles, 
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(pp.161-163). Role-holders’ views are presented separately from those of 

managers. The tables include all the words and phrases that appeared 

individually or repeatedly in the interviews at CountyUni, with an equivalent table 

for MetroUni. It needs to be remembered that the scale of data collection at 

MetroUni was considerably smaller than that at CountyUni (5 interviews as 

compared to 23). However, the similarity and differences are still, it is argued, 

worthy of consideration given that the roles were being undertaken in a different 

institutional context. It is important to note that the tabular presentation does not 

denote any categorising of the terms used to describe the experience of holding 

or managing (in the case of data from managers’ views) the local roles that were 

the focus of this research.  

 

Using a combination of the “ways of working” and the “barriers and challenges” 

facing these role-holders (explored in Chapter 7), the model was developed to 

propose how successful local leadership for the enhancement of learning and 

teaching could be achieved (Figure 5, p.164). By linking the views expressed to 

the literature of leadership theory and leadership skills and behaviours, the four 

fundamental requirements (ultimately located around the centre of the model) 

and the role-holder behaviours were identified. Using the learning gained from 

the research overall, a single, department-based role is advocated to co-ordinate 

the enhancement of learning and teaching activities at a local level. The role 

holder, by using leadership skills and behaviours across areas of academic 

practice that relate to the student learning experience is, it is argued, in an 

appropriate position to facilitate enhancement activity within and external to the 

departmental context.  

 

The model illustrates, therefore, how key aspects of local level leadership, 

identified from the analysis of data from this study can be combined to provide 

effective enhancement for learning and teaching. Four fundamental 

requirements of the role-holder (including how they should be supported) 

provide the basis for effective local leadership in the departmental context. 

Double-headed arrows illustrate how the role-holder facilitates communication 

both within and external to the department. The fundamental requirements, 

determined from the data and informed by the literature are: 
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 The leader works within a local academic community: department, team, 

research centre; 

 They have recognised expertise in the subject discipline or team focus; 

 The leader has recognised seniority in the team by virtue of experience 

and their academic role; 

 They are aware of their leadership and influencing skills and are 

committed to further professional learning in these areas. 

The model incorporates 4 areas of external activity: enhancement; policy; 

leadership development; CPD for learning and teaching. By creating a “bridge” 

between these areas and the local academic community exchanges of ideas 

and professional learning will take place, thus providing: 

 mechanisms for sharing existing practice;  

 a sustainable model for local leadership; 

 opportunities for responding flexibly in an environment of continuous 

change.  

By empowering others in the local team, the leadership role itself is more 

manageable and the development of leadership skills in others is facilitated. A 

focus on “the student experience” is critical, to move from an emphasis on what 

lecturers do, to the students’ experience of learning and being taught.  

 

The section after the tables and the leadership model provide a critique of the 

central sections of the model. This is followed by a chapter summary.  
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8.14. “Ways of working”: characteristics of working at a local level 
– local leaders’ views 

Table 1 - CountyUni’s local leadership role holders’ views 

Work “shoulder-to-

shoulder”; “side by side” 

Knowledgeable; has 

expertise 

Transfers ideas; an “idea 

co-ordinator” 

Catalyst Trusted by colleagues Local champion of L&T  

Adviser Communicator Models good practice 

Bridge Takes the initiative Keeps department alive 

and vibrant 

Consultant Meets particular “local” needs Is a good role model for 

junior staff  

A valuable continuous 

presence 

Knows how things happen An “ideas co-ordinator” 

Valued in a crisis Works collegially A central (departmental) 

resource 

Can effect change Shares A key member of staff 

Cajoler Problem solver Empowers people 

Suggest-er Influencer through 

persistence, not position 

Valuable because just 

outside immediate group 

Leads by example Can give the micro and the 

macro picture 

Seeks colleagues out 

Engages people Prompter Sheds light on practice 

Barometer for need for 

change; recognises 

when input is needed. 

Conducts work in a 

“comradely fashion”. 

Keeps up with 

developments on 

colleagues’ behalf 

A resource Encourages Enthusiastic 

Operationalises policy Provides help Uses formal structure to 

support role 

Involved Acts as a “news person” Consults staff 

Employs the “Blue 

Cheese”* model to 

diffuse change 

Leads “by stealth” Achieves transformation 
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*An analogy with the way in which blue cheese is made: the injected mould forms a 

small area that gradually extends throughout (most of) the product. 

 

Commentary: the words and phrases shown in this table illustrate a combination of 

individual characteristics and approaches to working with colleagues. The ideas 

expressed in this text are, it is argued, broadly similar to those used in Table 2 

below. 

 

Table 2 - MetroUni – TLCs’ views of local leadership roles 

Has credibility with peers Leads by example Leads by influence 

Effect change Supports colleagues Provides focus (in rapidly 

changing environment) 

Give individual and group 

support 

Develops teamwork Encouraging colleagues 

to share practice 

Help colleagues to value L 

& T 

Is transformational Talks to colleagues in 

their own environment 

Is a role model Leads by enthusiasm Act as change agents 

A bridge (between 

management and 

lecturers) 

Champions of learning and 

teaching 

Valued by individual 

members of staff 

 

Table 3 - CountyUni managers’ views of local leadership roles 

Provide advice and 

guidance 

Are self-motivated and 

confident 

Have a good level of 

subject knowledge 

Can drive their own CPD Dedicated teachers Model good practice 

Showing colleagues “what 

works” 

Can form good 

relationships with 

colleagues 

Are immersed, to an 

extent, in pedagogic 

literature 

Motivate colleagues to 

work in new ways – to get 

them to do things they 

might not otherwise have 

done 

Enable colleagues to think 

about what to do in a 

changed environment 

Very valuable as an 

interface with departments 

(QA perspective) 
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Credible “both ways” – 

with management and with 

peers 

A spirit of enquiry Well-connected, internally 

and externally 

Have belief in what they 

do 

Have a passion for 

teaching 

Enthusiasm 

Knowledgeable Ability to work with people Can inspire others 

Need to “practice what 

they preach” 

Inspire trust and 

confidence  

Have respect of 

colleagues 

Accommodating Persuasive Don’t “count hours”; work 

beyond the call of duty 

Demonstrate some 

innovation in teaching 

Be able to create a 

framework for group 

decision-making  (e.g., for 

a curriculum change) 

Good communicators at all 

levels 

Advise in a sensitive way Have sympathy for a 

range of disciplinary 

perspectives 

Command respect without 

having any status 

Build colleagues’ 

confidence 

Work “at the peripheries” 

(of departments) 

 

 

Table 4 - MetroUni - a manager’s views of local leadership roles 

Facilitators Credible with colleagues 

because continue to teach 

Give advice 

Role acts as a 

communication 

mechanism 

Role models Provide opportunities 

(through funding local 

projects) enabling staff to 

take risks in L & T 

Empower colleagues Are open to ideas Are enthusiastic 

 

Commentary: Again, Tables 3 and 4 show similarities in managers’ views. There 

are also some parallels with those of local role holders, although, as could be 

expected, some of the opinions are directed at the broader aspects of the role-

holders work. 
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Figure 5 - Model of "ideal" local level leadership 

 

A local leader… 
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8.15. Critique of the Model 

As explained earlier, this model represents an amalgam of the attributes, ways of 

working and support needed for a local level leader to work effectively in a unit of 

organisation such as an academic department, research centre or team. This critique 

will explore the links between the model and existing theories of leadership and 

knowledge of working within academic communities.  

 

The researcher suggests that the model is broadly linked to three existing areas of 

leadership theory. Firstly, the significance of context (contingency theories); 

secondly, the potential for leadership to inspire and motivate others to change their 

behaviour and practice through the personal characteristics of leaders 

(transformational leadership); thirdly, recent theories such as “engaging leadership”, 

“authentic leadership” and “grassroots leadership”, together with those in the 

emerging literature of community leadership. Contingency theories and 

transformational leadership have been explored in Chapter 3. Consideration is given 

here to the more recent theories. 

 

Recent leadership research has emphasised how, when a leader works in relatively 

close proximity to members of their team, greater acceptance and involvement with 

the enterprise of the organisation as a whole can be achieved through empowering 

others in the team to lead as well. This latter approach, epitomised by Almio-

Metcalfe and Alban-Metcalfe (2008) in their “Engaging Leadership” theory, would 

seem to align well to the HE context. In academic communities, as critical 

questioning is fundamental to academic values, context-sensitive and informed 

interpretation of the constantly changing external environment is required if changes 

in behaviours and practice are to take place in response. This approach is also 

supported by work in relational leadership theory (Uhl-Bien, 2006), which explores 

how leadership can be considered as a form of social construction, and in particular, 

of the significance of relationships in influencing change. 

 

On a more controversial level, the ways in which the model suggests that local 

leadership “works” has some parallels with research into “grassroots leadership” 

(Kezar, Gallant and Lester, 2011). This work investigated the approaches that staff in 
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US universities and colleges use to effect change whilst respecting (and utilising) 

academic cultural values. Interestingly, the literature in this area also focuses on the 

work of staff who do not have formal authority or power. It was found that to 

influence change, these individuals used techniques such as staff development 

opportunities, utilising existing networks, partnering key stakeholders and arranging 

discussion groups. Although grassroots leadership seeks to achieve radical change 

that might change the status quo in a university, these approaches, especially those 

which identify the value of influencing through discussion, are relevant to the 

research reported here. This supports the view that creating space for discussion is 

key to professional learning and to influencing behaviour change, an area that was 

explored in relation to QE in Chapter 7. 

 

One of the principles of the model (illustrated in the four arcs around the central 

space) is working within an academic community. Becher and Trowler (1989) 

describe how academic staff in groups define their identity and find ways of 

protecting their local territory, in order to “exclude illegal immigrants” (p.47). Even 

though this is a rather extreme analogy, it serves to highlight both the challenge of 

working from outside an academic group to effect change and therefore, the 

appropriateness of influencing change from within. The increasing difficulty of 

achieving departmental developments for the faculty-based LTACs in this research  - 

who had at least a disciplinary link with the local “tribes” within their faculty - is an 

example of this idea of exclusion in practice. In addition, working within an academic 

community is another principle of the model - that of having recognised disciplinary 

expertise and for this to be recognised though the leader’s position within the 

academic but generally not the managerial order of the department. This is because 

of the significance of expert power, discussed earlier in this chapter, and the 

relationship between power and influence to effect local change. 

 

Recognising the value of working at local level to promote initiatives is not a recent 

phenomenon although it has, as discussed in Chapter 3, received scant attention in 

the literature. Middlehurst and Elton (1992) in their review of management and 

leadership “lessons” arising from the EHE initiative, noted the importance of “informal 

influence and the networking skills of key actors” operating at the level of a 

department or course. Knight and Trowler (2001, p.viii) argue that leadership is 
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contingent, that is, it needs to take account of local circumstances, culture and 

individuals. This links to social identity theories - in lay terms, the significance of 

good relationships as a means of influencing behaviour change. Blackmore (2007) 

comments on the significance of disciplinary identity and argues that, if leadership 

needs to take account of identity and role (in order to promote good interpersonal 

relationships) then it must also be concerned with what is appropriate for different 

disciplinary contexts. These ideas, and how they relate to, for example, Wenger’s 

Communities of Practice theory (Wenger, 1998), were explored earlier in this 

chapter.  

 

The local leadership “behaviours” illustrated in the model are in several cases, linked 

to the values of academic cultures, in particular, the need to work collegially and to 

be aware of and respect local values. Coleman and Early (2005) note the increased 

importance in education at all levels of working collegially in teams, a change to the 

traditional independence of academic work but necessary to achieve, it is suggested, 

greater effectiveness and enhanced performance. Good team leadership, in order to 

develop “collegial professional efficacy” amongst members, is therefore fundamental. 

This may involve mentoring team members, for which listening skills are critical. 

Greenleaf (1996), although noting that organisational leaders often have poor 

listening skills, suggests that listening is a vital skill for good leadership, as a way of 

learning about people “in ways that modify – first the listener’s attitude, then his 

behaviour towards others, and finally the behaviour and attitudes of others.” (p.303). 

Goffee and Jones (2006) in their text on “Authentic Leadership” identify the ability to 

“observe and understand existing situations” – “situation sensing” and then to adjust 

their behaviour to influence in a way that is appropriate to the particular context and 

time. Listening is critical to effective observation of a situation, whether working with 

an individual or a group.  Goffee and Jones’ term the ability to sense a situation as 

being an “authentic chameleon”: authentic because of the need to use a variety of 

social skills without losing a sense of self. Authenticity – being self-aware and honest 

- and its links to integrity and colleagues’ willingness to trust and respect a local 

leader, appear to be key to the success of local level leadership. The link between 

these attributes, a commitment to personal growth as a leader and the effect on 

leadership development as an institution, were considered in Chapter 8. 
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There is, however, a further question, which will be considered in Chapter 9, section 

9.12: The model demonstrates how a local leadership role could support change and 

enhancement at the site of the study. To what extent is it applicable beyond the 

research site and in other local contexts, such as in the development of research? 

8.16. Summary 

The discussion of local level leadership in this chapter has identified the need for 

professional development not only at the level of the role-holders that were the focus 

of this research but also for those with responsibility for leading at management 

levels in HEIs. The barriers to the effectiveness of local leadership roles for 

enhancement have been seen as complex but capable of being reduced if a 

commitment to enhancement and the importance of learning and teaching is widely 

recognised and demonstrated in support for enabling enhancement to take place 

effectively. It has been shown that the local leaders working at the site of this 

research, CountyUni, perhaps underestimated the skills they employed and the ways 

in which their leadership enhanced practice. It has been suggested that both formal 

and informal learning for local leadership roles needs to be considered. The findings 

from the research data were used to generate a model of local leadership in practice. 

The model illustrated four principles underpinning effective local leadership  and the 

behaviours required for local leadership role-holders. These were analysed in 

relation to the literature. The overall impact of this research will be considered and 

concluded in Chapter 9.  
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Chapter 9 

Conclusion 

This chapter reviews the rationale for the research presented in this thesis and what 

it intended to discover. The research questions will be reviewed and linked to the 

design and conduct of the study. Findings will be presented, both to the extent to 

which they answered the research questions and also how they make a new 

contribution to knowledge and reveal unanticipated insights. The methodology is 

evaluated formally and through a reflective commentary. Directions for further 

research are outlined. 

9.1. The origins of the research questions: a rationale for the study 

This research was designed to explore the experience of local level leaders working 

to enhance learning and teaching in a UK university and in particular, their 

perception of ‘leadership’ in connection with their role. The central thesis developed 

from this work is that the local roles explored in this study do involve leadership but 

that for it to be effective, the leadership needs to be recognised and supported by 

leadership all levels of the institution.  A pilot study conducted by the Researcher of 

local level enhancement roles had drawn attention to participants’ reluctance to 

recognise or accept that the role involved leadership: working with colleagues in 

departments to facilitate development and change in academic practice. However, 

despite this significant difference in perception, the role-holders experienced a 

number of common barriers to conducting their role effectively. At the time that the 

study commenced, the ‘enhancement agenda’ was becoming increasingly prominent 

in UK HE.  The associated changes that were taking place in UK HE served to 

increase the complexity of academic life whilst simultaneously requiring more 

enhancement activity – changes in practice – to keep pace with the rapidly moving 

agenda. The impact of government policy, enacted through the funding councils’ 

income streams for HEIs, combined with an increased emphasis on accountability, 

described in Chapter 2, led to a proliferation of “local leadership” roles for supporting 

‘quality’ and ‘learning and teaching’ policy, processes and practice at all levels of 

institutions.  Staff involved in the enhancement of learning and teaching were located 

in a critical position between the ‘managerialised’ senior levels of institutions and the 

traditional cultures of academic faculties and departments, whose cultural basis often 
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retained the traditions of collegiality  but whose practice was increasingly informed 

and driven by quality processes and strategies. Located at the crossroads between 

these two HE ‘cultures’,  local leaders had the potential to provide a vital bridge to 

facilitate two-way communication between university management and practice, to 

the benefit of both constituencies and, most importantly, to enhance student 

learning. By following the development of these roles over time, it was planned to 

discover answers to the following questions: 

 What is the nature of local leadership in the context of enhancing learning and 

teaching in HE? 

 How do local leaders perceive their role? 

 What are the barriers and opportunities in conducting these roles? 

 What role do local leaders play in enacting learning and teaching strategy? 

The Researcher intended that the answers to these questions would provide both 

theoretical and practical insights into how local leadership roles operate in the 

context of the site of the research, CountyUni, and thereby assess their contribution 

to the enhancement of learning and teaching. Also, it was planned that by comparing 

the data with that obtained from equivalent post-holders in another institution, 

MetroUni, both common and context-specific aspects of local leadership would be 

revealed. Importantly this would also, through triangulation, support the validity of the 

data. 

9.2. Findings from reviewing the literature 

It was apparent from reviewing the literature in Chapter 3 that although the concept 

of leadership has received much attention from a number of different disciplinary 

perspectives, it remains an elusive phenomenon. Research has led to the 

development of a number of ‘theories’ of leadership which are espistemologically 

linked to the disciplines where the research originated. There have also been 

methodological developments in the field; for example, the move from an emphasis 

on quantitative investigations to qualitative studies. Work exploring the concept of 

leadership in compulsory education has a longer history than that in HE but, with 

increasing emphasis on the role of leadership in promoting effectiveness in all areas 

of public services and industry, research into leadership in the sector is gaining 

ground. Significantly for the work of this study, however, as Chapter 3 demonstrated, 
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there is a lack of published research on local leadership roles in HE, typically those 

involving working with peers in a non-managerial context.  Investigating these roles 

therefore provided a valuable opportunity to explore a context of activity in HE that 

was under-represented in the literature but which was playing, in theory, an 

increasingly important part in institutions’ effective response to change at practitioner 

level. Although based mainly at one institution, it was hoped that the findings would 

provide useful new knowledge that could be explored in other contexts and settings. 

9.3. Research methodology 

An interpretative framework was chosen for the research, as it sought to develop 

new knowledge about the process of leadership from the perspective of the post-

holders and other colleagues. Utilising semi-structured interviews and focus groups, 

complemented by a contemporaneous record of institutional changes, particularly in 

the areas of enhancement for teaching and learning, the methodology provided an 

opportunity for not only following the progress of the local leadership roles but also to 

chart the development of the institution as a whole over a period of up to six years. 

As discussed in Chapter 4, the model adopted was informed by ethnography, , with 

the researcher being, to an extent, a participant in the research process (the 

researcher also held a local leadership role at the site of the study). The benefits of 

obtaining rich data from interacting in the research setting with peers whilst being 

mindful of the care needed to maintain an appropriate level of objectivity and to 

ensure that the data was collected, analysed and presented with due regard to its 

sensitivity was acknowledged. The need for sound ethical procedures was 

recognised from the outset of the research; the Researcher was fortunate to have 

access to a supportive and informed research ethics committee to grant approval for 

the investigation.  

9.4. Findings from the research data 

As might be expected from a longitudinal study of an interpretative nature, valuable 

insights were gained from the data that contributed to answering the research 

questions. However, equally as important (although initially causing some 

consternation to the researcher), were institutional changes at the site of the study 

which led to the local leadership roles being discontinued two years into the 

research. As Chapter 5 showed, this initially appeared to the researcher as a barrier 
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to the successful completion of the study. However, it ultimately provided a richer set 

of data than had been anticipated as not only the experience of enacting the roles, 

but also the consequences of their removal, could be explored, and with a wider 

number of academic staff. Furthermore, it revealed evidence - new knowledge – 

about the site of the research. Its ‘leadership framework’, despite claims to the 

contrary, appears to be insufficiently developed. Like all organisations (Fullan, 2001) 

the success of leadership roles and a positive response to the pervasive ‘culture of 

change’ depends on leaders being ‘led’ effectively. This, coincidentally, comes at a 

time when the institution is in the process of instigating an Organisational 

Development strategy to enhance its capability to respond flexibly to change and 

thus become more efficient. The findings of this study, therefore, could impact on a 

number of areas of the institution’s operation.  

 

This chapter will now turn to summarising the findings of the research for each of the 

research questions. This will be followed by a critique of the Methodology and 

suggestions for areas of further investigation will then be identified. 

9.5. Contribution to knowledge: the nature of local leadership in the 
context of enhancing learning and teaching in HE 

Chapter 6 explored data from all phases of the research. This supported the original 

stimulus for conducting the research, as the findings demonstrated a wide variation 

in whether or not the roles in question were those of leadership, with many 

participants expressing some reluctance to accept that this might be the case. 

However, despite this finding, participants’ comments about how the roles were 

conducted demonstrated many of the characteristics of leadership that are 

represented in the literature. The data enabled a model of local leadership to be 

generated, which represents the ‘bridging’ activity that this particular form of 

leadership role facilitates. It was noted in Chapter 7 that the characteristics of the 

role-holders display commonalities with Fullan’s (2001) model. 

9.6. Contribution to knowledge: Local leaders perceptions’ of their role 

In addition to perceptions about whether their roles were ones of leadership or not, 

participants were invited to comment on their reasons for accepting the role, the type 

of activities they were involved in, how they worked with colleagues, and what 
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particular engagement they had had with institutional LTS. They were also asked if 

they would have liked any professional development for their role. The answers 

demonstrated that role-holders were often invited to apply for these roles or 

volunteered themselves, mainly on the basis of an interest in learning and teaching. 

Overall, participants were over-modest about their abilities and achievements. The 

ways in which they worked with colleagues contributed to the model of local level 

leadership shown in Chapter 6. No specific CPD was offered at CountyUni; 

MetroUni’ TLCs had a residential development programme and direct support from 

the EDU manager. These results suggested that specific development for role-

holders might increase their self-esteem and motivation, enabling them to make a 

greater contribution to enhancement activities and to achieve career progression. 

9.7. Contribution to knowledge: The barriers and opportunities in 
conducting local leadership roles 

The local leaders all faced similar barriers. These included a perceived lack of 

power, inadequate leadership both locally and at faculty and institutional level; 

insufficient time for the work they wanted to do and difficulty in working with non-

receptive colleagues. As discussed in Chapter 8, most of these issues could be 

resolved with better management and leadership - an additional learning point 

discussed below. CPD to support their role would also help: for example, sources of 

power and influence could be discussed in a group, to enable the participants to be 

more aware of their capabilities. 

9.8. Contribution to knowledge: The role local leaders play in enacting 
learning and teaching strategy 

Participants commented that their work with LTSs mainly involved departmental 

action planning. This, perhaps, underplayed the amount of activity that was directed 

to implementing strategy, which could be enhanced with appropriate staff 

development, so that role-holders and their colleagues could recognise the 

significance of their contributions to practice.  

9.9. Contribution to knowledge: The significance of leadership at 
department level and beyond.  

The significance of effective leadership at all levels of the institution, together with an 

inconsistent quality of leadership at Head of Department level and above, was a 
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significant finding at the site of the study. It was evident that several of the barriers to 

effective local level leadership were directly attributable to the quality of departmental 

leadership – lack of local support; difficulties in finding time for enhancement activity; 

and lack of forethought about how the role-holder needed to have their workload 

managed so that they could engage in important activities both within and outside 

the department. This finding has considerable implications for CountyUni’s 

Organisational Development strategy, which, as the Researcher identified, is 

currently being implemented. This is an important development: as Marshall, Adams, 

Cameron and Sullivan (2010) note “lack of progress in establishing ongoing, 

successful leadership and management development programmes for university 

staff may have more to do with a perception by academics… that such programmes 

are irrelevant to their needs, than with a lack of willingness by university executives 

to establish such programmes” (p.43). It appears that leadership development for 

Heads of Department is minimal but, if provided (and the proposed Organisational 

Development strategy suggests that it will), could have a positive impact on the 

working environment for both staff and students - particularly important in times of 

limited resources and uncertainty. Interestingly, as an unexpected outcome of the 

study, this research has performed the task of ‘gap analysis’ in exposing this 

weakness in the institution’s development strategy. As Pounder (2001) argues: “the 

uniqueness of universities pivots on the notion of academic leadership which is a 

form of leadership not found in commercial organisations. It is also a form of 

leadership that is recognised as central to university effectiveness” (p.287). 

9.10. Contribution to knowledge: the academic department as the prime 
focus for supporting practitioner-level enhancement  

As Chapter 1 and Chapter 2 described, although the roles that were the initial focus 

of this study were based at faculty level (as were those at the comparator site, 

MetroUni) the participants in this study indicated that a departmental base, that is, 

usually a base in a disciplinary, or discipline-related area is most conducive to 

collegial working and developing a shared identity and enthusiasm for teaching. This 

finding is supported by a number of literatures including structuration theory 

(Giddens,1994) and Knight and Trowler (2000) who note that the academic 

department is a focal point for agency.  
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9.11. Evaluation of the research 

Chapter 4 presented this research as a interpretevist study of local leadership in HE, 

using the perceptions of local leaders and other HE staff working with them, in order 

to develop an understanding of the ‘local leadership world’ from their perspective. 

Critical in this process of ‘sense-making’ is the role of the Researcher. As not only 

the sole investigator but also a participant-researcher, due to her professional role at 

the research site, her impact on the research must be recognised and evaluated. 

Alvesson (2003) asks, when discussing research into one’s own setting, “why make 

research life so complicated and risky?” (p.168). However, it is argued here that the 

combination of acknowledging the particular relationship between the researcher and 

the participants in an ‘insider study’, adopting a reflexive approach to the process of 

the research and by gaining the trust of participants was an effective way of seeking 

answers to the research questions.  Wengraf (2009) argues that in interviews “…you 

do not leave behind your anxieties, your hopes, your blindspots, your 

prejudices….your emotions…nor does your interviewee when he or she agrees to an 

interview…nor do you do so when you sit down to analyse the material you have 

produced…” (pp.4-5). It is argued here that the Researcher’s experience of the 

context enabled her to interpret the participants’ comments more effectively. As 

Cousin (2009) explains, the interpretivist tradition accommodates the subjectivity in 

the research process by “owning up to it” (p.8) - indeed, to foster genuine comments 

from research participants, they need to be able trust the researcher – which is more 

likely to be the case if they are familiar rather than distanced from them.  The 

Researcher found that even at the comparator site, MetroUni, despite not being so 

familiar with the participants as at CountUni, there was still a good level of 

‘conversation’ in the interviews; it was not, as Mercer (2007) found in her study of 

two sites that there were significant ‘differing levels of intimacy” (p.8). Although, on 

first reviewing the transcripts the Researcher had concerns about the amount of 

‘reciprocity’ in the conversations with participants, on reflection, this supported and 

illustrated the degree of trust between participant and researcher. This and other 

aspects of the data collection process are discussed in Reflective Commentary 3, 

which accompanies this chapter. 
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Chapter 4, section 4.13, described the analysis of the interview data which was 

broadly based on a grounded theory approach. The Researcher was concerned that 

the analysis should be systematic despite departing (for reasons that will be 

explained below) from the full sequence of grounded theory process described by 

Corbin and Strauss (2008). The principle of identifying themes was helpful: as 

Gomm (2004) suggests “…the themes in a thematic analysis are not merely 

convenient headings for writing up the results of an interview study, but actually 

stand for something about the way in which the minds of the interviewees are 

organised”. Thus, the theme of ‘power’, or as the analysis showed, a lack of power 

as perceived by the local level leaders, also represented how they conceptualised 

this construct and, consequently, indicated the basis on which their perceptions 

might be altered to increase their awareness of how to influence positive change. 

The ‘themes’ identified were then used as ‘codes’  as in grounded theory. Saldaña 

(2009) defines codes as “… a word or short phrase that symbolically assigns a 

summative, salient, essence-capturing, and/or evocative attribute for a language-

based or visual data” p.3) but as Corbin and Strauss indicate (pp.105-6), a list of 

codes does not help to generate theory unless detailed ‘memos’ (notes) are made 

alongside the process to link the data with the concepts and thus develop a 

“theoretical whole”; detailed notation alongside the scripts was an important part of 

the analysis as were separate diagrams and notes covering the themes explored.  

Part of the advantage of using semi-structured interviews is, as Charmaz (2006) 

suggests of qualitative research in general, “…we can add new pieces to the 

research puzzle or conjure entire new puzzles – while we gather data – and that can 

occur late in the analysis” (p.14).This was the case in this study, as the impact of 

department leaders on local leadership practice became apparent over the course of 

the analysis.  Following the identification of the main themes, the Researcher, as 

Chapter 4 indicates, moved from further coding to a more traditional approach to re-

exploring the data directly from the original transcriptions. This was because, 

although there was systematic appeal in pursuing the formal process, it did not seem 

to reveal the richness of the data (Appendix A (k)). Thomas and James (2006) 

encapsulate the Researcher’s view: 

 “…to use grounded theory involves a rejection of simple understanding…with 

its fracturing, its axial coding, its categories and sub-categories – it seeks to 

impose a certain kind of patterning, shape, and even rationality. Via such 
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procedures it thereby relegates the original voice – the narrative – of both the 

respondent and the discussant in the research exercise” 

(p.790) 

In other words, the Researcher believed that, following the initial ‘coding’ of the data, 

a more accurate interpretation of the leadership ‘situation’ for this study would be 

obtained by re-exploring it at the level of the transcription, and was thus a more 

appropriate strategy.  

 

The presentation of the language which research participants used to describe local 

leadership roles could have been categorised to develop conceptions of leadership. 

This is an approach used in phenomenography, a methodology that developed from 

the work of Marton (1981), which is used to explore differences between how 

individuals experience the same concept. It has been used extensively to explore 

students’ conceptions of learning and teaching but could equally be employed to 

analyse views of other concepts that may be assumed to have a shared definition 

but which in reality, may be interpreted and understood in a variety of ways. 

However, one of the principles of this methodology is that the researcher should 

transcribe and analyse the data in a way that would be “distancing myself from the 

interview situations and participants…a transformation of the data…that could be 

read with or without reference to the original conversations, or to the speakers” 

(Dortins, 2002, p.208). Whilst this removal of the researcher from the context of the 

investigation, referred to as “bracketing” has commendable attributes in terms of 

limiting bias in the data, as previous comments and those in the following section of 

this thesis indicate, the involvement of the researcher as a participant in this study 

was critical to the interpretation of data and to developing an understanding of the 

contexts in which local leadership was taking place. As Webb (1997) noted “The 

history of hemeneutical understanding has emphasised exploration of the role of the 

researcher within the research situation and the intensely human element contained 

in the development of empathy.” (p.197). When the reason for this particular principle 

of phenomenography is considered – partly as a means of giving “respectability” to 

qualitative methods of analysis – its limitations in this particular research context can 

be recognised. 
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Lastly, this section evaluates issues of validity and generalizability. A number of 

strategies were put in place to address issues of validity, both of the data and of the 

findings; these have been discussed elsewhere in this thesis but will be summarised 

here for clarity. Firstly, as discussed earlier, the Researcher endeavoured to create 

an environment of trust to ensure that the data collected was, as far as possible, a 

truthful reflection of the participant’s views. This was achieved through the 

reassurance provided by an ethical approval process which incorporated detailed 

arrangements for informed consent and participant anonymity. Secondly, the 

participants were known to the Researcher, and it is hoped, considered her to be a 

person of integrity and thus felt able to share their views relatively openly. This may 

not have been easy, given the sensitive nature of some of the discussions, although 

it may also have given participants a ‘safe’ opportunity to share their concerns about 

the issues raised. Thirdly, by collecting data from participants who occupied roles at 

different levels within CountyUni and from the comparator site, MetroUni, a degree of 

triangulation could be achieved. In terms of the analysis, the data was reviewed on 

several separate occasions, to ensure that initial perceptions were appropriate and, 

where needed, amended in the light of emerging knowledge and understanding. 

 

The analysis of data from this research enabled a model of local level leadership to 

be developed (Figure 5, p.164).  As a study focusing principally on one research site, 

CountyUni, it cannot be claimed that the findings will be generalisable to other HE 

contexts, although there is a degree of congruence with some of the findings at the 

comparator site, MetroUni. Furthermore, the model was explored in relation to the 

literature and parallels noted. However, as a piece of work in the interpretivist 

tradition, developing initial theory from data – an inductive approach - it is, perhaps 

the function of future research to explore how far the model is generalisable to other 

situations. Consequently, section 9.12 below suggests where the model might be 

‘tested’ elsewhere to establish its generalizability.  
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Box 3 - Reflective Commentary 3 

 

“On interviewing one’s peers” 

 

In this commentary I will be reflecting on the research process and on my 

development as a researcher and as an academic. I use the title that Jennifer Platt 

(1981) gave to her article on interviewing as a heading, because much of what I am 

going to discuss relates to this activity. Platt comments that textbooks on research 

methods at that time still assumed that an interview would be conducted with “a 

member of different groups and a social inferior” to the researcher (p.75). It is 

interesting to note how views of research participants have changed since then. 

 

Chapter 1 explained that at the outset of this research I was working as an LTAC, 

sharing similar experiences of local level leadership as the colleagues whom I 

interviewed. As the study proceeded I was in turn, LTAR (in the Department of Work 

Related Studies) and then moved into academic development, as Senior Academic 

Development Adviser in CountyUni’s Learning and Teaching Institute. At the time of 

writing (July 2011) I am Head of Learning and Teaching with operational and some 

strategic responsibility for the enhancement of learning and teaching at CountyUni. 

Although I acknowledged at the outset of the research that my role might change 

over the course of the study, I did not appreciate how involved it might become with 

the essence of it, nor the challenges that this might present. This was particularly the 

case, as the second commentary showed, when CountyUni discontinued posts of 

responsibility.  However, this closeness also brought benefits, as looking back, it 

would have been more difficult to appreciate (or even find out about) the managerial 

aspects of CountyUni’s management strategy in this area, and similarly, to achieve 

the collegial and open conversations that I had with senior staff in the last phase of 

the research. Equally, as my role was now further removed from the LTACs, LTARs 

and ELCs that I was interviewing it was perhaps easier to maintain an appropriate 

level of objectivity in both conducting the interviews and in analysing the data. 

 

I have learned a considerable amount about both the theory and practice of 

conducting research from undertaking this work, and particularly about issues facing 



180 

‘insider researchers’. For example, during the data collection and analysis process, I 

became concerned that I was becoming involved in ‘conversations’ rather than 

‘interviews’. However, on reflection and with the benefit of reading about approaches 

to analysing data I could appreciate that this was, in fact, an advantage, particularly 

in establishing trust with the participants and therefore improving the validity of the 

data. Similarly, I became concerned about the difficulty of moving forward with 

grounded theory (Corbin and Strauss (2008) was my summer holiday reading in the 

same year) but subsequently felt reassured by authors such as Smith-Ruig and 

Sheriden (2010) who, in analysing interview data, commented “I had much more 

control over and a more in-depth knowledge of the interviews by constantly 

rereading and combining the transcripts for relevant themes” (p.168). Indeed, one of 

the advantages of knowing all the participants was that in re-reading the scripts, I 

could recall not only the situation in which the interviews took place but also the 

voices of the participants themselves. This has enabled me to look afresh at how I 

discuss a number of aspects of research methodology with students (who are 

usually colleagues), especially when applying ‘theory’ to the ‘practice’ of conducting 

research in practitioner settings. It will also impact on my work in developing 

pedagogic research at CountyUni.  

 

The second reflective commentary illustrated an issue that impacted on the research 

process. In addition to the practitioner/researcher dilemma which resulted from 

CountyUni’s cessation of local leadership roles in 2006, I later had practical 

difficulties with the transcriptions of my recorded interviews. Having transcribed the 

pilot study interviews myself, I realised how much time this involved, so decided to 

approach a professional audio- typist to undertake the transcriptions for this study. 

As I was familiar with the voices of the participants, my subsequent checking of the 

transcribed interviews against the audio recordings would be straightforward, so 

using the initial transcription as a means of becoming familiar with the data (a good 

argument for doing the transcription oneself) was not quite so critical.  All went well 

with the Phase 1 transcriptions but in Phase 2, the colleague undertaking the 

transcriptions had domestic difficulties which led to considerable delay in completing 

the work. I was ‘torn’ between loyalty to my colleague (I had promised her the work) 

and my need to analyse the transcriptions. Eventually we came to an agreement 
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about how many she would transcribe whilst I passed on the remainder of the work 

for Phase 2 to another colleague, only for a similar situation to arise. I am pleased to 

report that the third, final transcriber proved excellent in all respects. I mention these 

events for three reasons. Firstly, to illustrate that I have learnt about the need to plan 

for unexpected eventualities, particularly with respect to time and the issues involved 

in devolving work involved in a study, even if it is of a routine nature. Secondly, to 

show that I am aware that eventualities can occur in research that require changes 

to the agreed protocols. In this case - the agreement with research participants to 

return transcripts to them to check for accuracy – by the time the transcriptions were 

ready, too much time had passed for this to be practical. Thirdly, to state that these 

issues will, I trust, enable me to conduct future research with awareness of these 

matters and help other researchers to learn from my experiences.  

 

In writing this reflexive account of the research, I also wanted to consider the impact 

that engaging with the research might have had on the participants and on practice 

at CountyUni. I hope that the impact will have been a positive one on both accounts. 

Certainly, from anecdotal evidence at CountyUni, there is an increased awareness 

about the research I have been conducting, mainly brought about by recent moves to 

re-establish local leadership roles. As Appendix B (g) shows, arguments for this have 

been presented to both the Staff Development Forum (the Senior Management 

Team plus Human Resource Management Services Directorate) and subsequently 

to the Deans’ Forum. The reception to this plan was generally supported at the Staff 

Development Forum (but taken on with some caution by the SMT member 

responsible for Deans). However, at the subsequent meeting with the Deans, the 

proposal was received as somewhat of a ‘problem’, despite the efforts of one who 

already had an LTAC in place. It appears, therefore, that the need to initiate change 

through leadership at all levels of an organisation is still not appreciated at 

operational levels. I am planning another paper with more reference to the 

leadership, to support discussion between Deans and Heads of Department at the 

next round of Faculty Management Groups. I have also benefited, through my work 

on developing leadership skills for academic staff, from being invited to work on a 

number of projects with HRMS at CountyUni. This has led to an increased 

awareness for HRMS of academic culture and for me, of the demands of ‘managing 
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people’ at an organisational level. 

 

I would also like to comment on an ethical issue: assuring anonymity to the 

participants. Without doubt, this is critical, especially given the sensitive nature of the 

discussions. To protect participants’ continued anonymity, this thesis, if approved, 

will have a bar on public access for 5 years. However, I also have to decide how to 

proceed with disseminating the findings of this research without compromising the 

participants’ anonymity. Despite the careful use of pseudonyms, it is possible for 

readers of published research (particularly if they know of the author) to identify the 

site of the research. This is, perhaps, not so much of a problem with findings of a 

positive nature. This study, However, the present study does suggest some 

concerns about leadership and management at CountyUni, so there are reputational 

issues to consider as well as protecting individual participants’ anonymity. I will 

continue to reflect on these issues. One strategy could be to focus on particular 

aspects of the study that may not be so contentious, for example, applying the model 

to another context. In the meantime, should I be in a position to publish findings, I will 

circulate any papers to participants first to ensure that they are content for the work 

to be put forward for consideration. 

 

Lastly, a reflection on how work in this area might be taken forward. I was conscious 

in conducting this research that it was inclined to adopt a negative approach, by 

virtue in part of the language being used, for example, a consideration of ‘barriers’. 

Along with my interest in metaphor analysis I have also considered the use of 

appreciative enquiry as a methodological approach that would yield more benefits to 

both participants and the university. As Scheel and Crous (2007) argue, this 

approach, by creating an environment of collaborative enquiry between researchers 

and participants, has considerable power to realise the cultural capital (as opposed 

to the deficits) of the organisation being investigated. Lewis, Passmore and Cantore 

(2008) note that the limited time available at work for conversations (an issue 

identified by participants in this research) can lead to a “sense of disconnection” 

(p.42). Conversely, inquiry and appreciation conducted through narrative can both 

have power to promote growth and foster effective relationships between the levels 

of an organisation (p.24). A commitment to engaging in appreciative enquiry could 
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legitimise the informal activity of conversation as an important aspect of institutional 

growth and development. Bearing in mind that clues to ‘culture’ are frequently 

revealed through storytelling, the narrative approaches that collaborative enquiry 

adopts would, it is suggested, also provide new knowledge about how cultural 

change could be achieved.  I have therefore added both of these methodologies to 

section 9.12 below, and will include them in my future discussions with research 

methods students. 

 

Finally, a reflection on the doctoral journey. Combining this level of study with a full-

time professional role is challenging but I have been fortunate to have had a subject 

allied to my work. The research, although not without its difficulties, has provided 

considerable opportunities for learning, both in connection with research and in my 

role in learning and teaching at CountyUni. Although the study has taken the full 

span of time allowed, I feel that using that time has provided opportunities for the 

university to learn from the findings as it moves into a period of more change and 

development. Although completing the thesis itself is demanding, I know I will miss it 

when it is submitted! I hope that my future work will permit me to explore some of the 

areas outlined here for future research. They are, I believe, worthy of investigation. 

 

9.12. Recommendations for practice in the field 

Chapter 6 of this thesis (Developing local level leadership) concluded with three 

questions: 

 How does local leadership support change and enhancement in academic 

communities? 

 How can a focus on leadership support individual, team and organisational 

development? 

 Can it be concluded that HEIs need local leaders to support QE and change? 

 

Chapter 8 (Developing local level leadership) included a model for local level 

leadership. Section 8.15, Critique of the model, raised a further issue: 

 The model demonstrates how a local leadership role could support change 

and enhancement at the site of the study. To what extent is it applicable 

beyond the research site and in other local contexts, such as in the 

development of research teams?  
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Chapters 7 and Chapter 8 had explored, respectively, the barriers and opportunities 

for local level leadership and approaches to developing local level leadership, 

through further analysis of data from the research data. This established that at the 

site of the study (and, although there were some contextual differences, also at the 

comparator site) there appear to be key factors required for local level leadership to 

be effective in enhancing learning and teaching. These were shown in the model as 

four principles underpinning successful local leadership roles: support from the Head 

of Department; having seniority within the local community which is served; having 

recognised expertise in their discipline and a commitment to enhancing the student 

learning experience; personal awareness of leadership and influencing skills and of 

the need for CPD.  

Section 9.13 lists directions for further research that would examine these issues in 

more detail. However, in parallel with these investigations, the researcher argues 

that the following recommendations for practice would make a positive contribution 

to the role of local leadership for enhancement of learning and teaching.  

9.12.1 HEIs should take steps to recognise the contribution that local leadership 

makes to enhancing learning and teaching. This is particularly pertinent at a time 

when the student fee regime in UK HE is putting even greater emphasis on the 

quality of the student learning experience.  The environment of continual change in 

the sector creates additional pressure for traditional academic leaders: those in Head 

of Department roles. To sustain enhancement of learning and teaching practice, it is 

argued that this work has to be shared with leaders within local academic 

communities. Creative ways of maintaining these local leadership roles need to be 

explored, for example, through workload management (to provide time if not 

additional financial remuneration to role-holders) and enhanced opportunities for 

CPD. It will be advantageous for HEIs to investigate the impact of local leadership on 

enhancement: this will provide not only an opportunity to explore the issues raised in 

this study but also valuable evidence of a commitment to enhancement, now  a 

major focus in the new QAA institutional audit methodology. 

9.12.2 To support the recommendation for practice stated above, it is suggested that 

at a broader level, HEIs explore the concept and practice of leadership as a 
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legitimate component of academic roles at practitioner level. The data from this 

research indicated that many academic staff are reluctant to accept “leadership” as a 

component of their role, due to its association with “management”, although other 

terms (such as “co-ordinator”) and behaviours that are associated with leadership 

(for example, those listed in Tables 1 – 4, pp.161-163) are accepted. This 

disassociation of leadership with academic practice has a number of significant 

consequences: the contribution of local leadership to enhancement appears to be 

poorly recognised; the relevance of CPD in the area of leadership of local academic 

teams is undervalued; the connection between local leadership roles and succession 

planning is not utilised; programme leadership may be conducted at a sub-optimal 

level due to the reluctance of colleagues to acknowledge the need for leadership 

skills within their team. Exploration of the meaning and practice of leadership at a 

local level would contribute, it is argued, to both enhancement and organisational 

development. 

9.12.3 Strong and clear leadership of learning and teaching at SMT level. This 

longitudinal study has demonstrated that establishing and leading the strategic 

direction of learning and teaching Senior Management level and continued through 

leadership at Faculty and department level is a critical aspect of ensuring that 

enhancement is enacted effectively, particularly at a local level. This leadership 

should ensure that local leaders are involved in discussion and decision making 

about enhancement activities at an appropriate level, for example, through 

attendance at relevant committees. 

9.12.4 Where local leadership/co-ordinator roles are in place, leadership 

development should be provided.  This research suggests that there should be a 

particular focus on:  the meanings and interpretation of leadership and of “leading 

colleagues” in academic contexts; the significance of leadership in team 

development in an environment of continual change.  The opportunity to develop 

local leaders/co-ordinators’ awareness of institutional policy and practice beyond the 

level of the department and the faculty is also of particular importance. This is critical 

if the “go-between” nature of these roles is to be effective. It is also suggested that 

an exploration of the practical aspects of leadership should be included in CPD for 

programme leaders.  
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9.12.5 Recommendations 9.12.1, 9.12.3 and 9.12.4 have implications for the work of 

University EDUs who may need to debate the concept of leadership and its links with 

academic practice, as well as working with colleagues in Human Resources where a 

“managerial” approach to leadership development may predominate. The 

researcher’s professional experience suggests that a “joined up” view of leadership 

for CPD throughout the institution is important for such development to be accepted 

within academic communities. In relation to this, it is important to note that leadership 

for the enhancement of academic practice needs to be presented in a way that 

emphasises the collegial aspects of teamwork rather than managerial objectives.  

9.12.6 The concept of local level leadership should be explored by those 

organisations who have an influence on the development of practice: LFHE; SEDA; 

HEA. It is noted that focussing on leadership at the local level – academics leading 

peers – is perhaps hampered by its location at the boundary between leadership and 

management and the consequent tension that this causes, particularly for staff who 

view this as counter to the values of collegiality. It is suggested that implementation 

of the PSF, particularly at Standard Descriptor 3, provides a useful context for 

exploring this in more detail. 

9.12.7 The model of leadership developed as a result of this research could be 

applied to other academic contexts, for example, departments with responsibility for 

developing research; student services. It would also be useful to explore the 

applicability of the model to other educational contexts, such as where HE is taught 

in FE institutions. Although the model is based on having one local leadership role 

within a department, in practice there may be more than one role, depending upon 

the range and complexity of the work undertaken.  

9.12.8 The local leaders who participated in this study benefitted, where this was 

available, from a network of colleagues who held similar roles, both as a key 

component of effective working and also for peer support and as a vehicle for CPD. 

It is recommended that networks are established for this purpose. 
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9.13. Directions for further research 

The following issues regarding local leadership practice arose during the conduct of 

the research and subsequent analysis. Each, it is suggested, would make a useful 

contribution to knowledge: 

 

 Testing the model for local level leadership: its application to interdisciplinary 

and research teams;  

 A detailed exploration of the skills and approaches used at local level to 

enhance teaching, paying particular attention to the value of conversational  

exchanges as a vehicle for professional learning (Haigh, 2005); 

 Analysing the experience of local leaders as educational developers, using 

Land’s (1996) “orientations to academic development practice” and exploring 

the findings in relation to forms of organisational culture; 

 Tacit knowledge: local leaders’ informal learning about skills and approaches 

for influencing and motivating colleagues; 

 Exploring local leadership positively: using appreciative enquiry to identify 

good practice; 

 Using metaphor analysis to explore the meaning of ‘leadership’; 

 The use of professional networks to enhance learning and teaching: within 

and outside academic departments; 

 Good practice in institutional leadership: vertical studies of leadership teams; 

 The benefits of mentoring and coaching to improve leadership skills at Head 

of Department level; (note: mentoring for Heads of Department is part of 

CountyUni’s planned Organisational Development strategy); 

 A feminist perspective on local level leadership – no glass ceiling? 

 Local level leadership in departmental sub-groups. 

9.14. Summary 

This research has demonstrated that local level leadership plays an important role in 

enhancing learning and teaching. However, in order for it to be effective, it needs to 

be supported and led by leadership for learning and teaching at all levels of the 

organisation. This study found that at the main research site, CountyUni, further 

development of the institution’s leadership strategy is needed. The comparator site, 
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MetroUni, although facing similar challenges in adapt to a culture of change in HE, 

demonstrated that a planned approach to initiating change enables local leaders to 

articulate their roles with greater confidence and clarity. Recognition and 

development for leadership in local roles is seen as essential if their potential for 

working with academic teams to enhance learning and teaching is to be realised.  
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a) Original research proposal 

Chester College of Higher Education 
Research Degree Proposal 

  

Applicant: Catherine M A Irving. 

 

Proposed Principal Supervisor:  Professor Jethro Newton. 

 

Proposed Joint Supervisor:  To be determined. 

 

Advisor (University of Liverpool):  To be determined. 

 

Title: 

Developing leadership for the “enhancement of learning and teaching” agenda: a 

longitudinal study of the learning, teaching and assessment co-ordinator (LTAC) role 

in a college of higher education. 

 

Lay summary: 

 

This study has been planned to investigate the conduct of a particular role, 

established at Chester College of Higher Education in 2000, as a response to the 

HEFCE’s Teaching Quality Enhancement Funding initiative. It is proposed that by 

examining the development of the work of the four LTACs, insights will be gained 

about leading change at both practitioner and departmental level. The setting of the 

study will provide a useful opportunity to explore how academic cultures and internal 

and external policy initiatives impact on the implementation of quality enhancement 

strategies for learning and teaching.  It is intended that the work will also establish 

how the skills of leadership and change management might be developed for 

academics in sub-managerial roles. 

 

It is proposed that the data for this study will be collected over a 4 year period (with 

at least a further year to write up the final dissertation), using a range of research 

tools to produce an interpretative account of this particular teaching quality 

enhancement initiative. The current post-holders have agreed to participate in the 
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study: ethical implications of this are outlined in section 2.8 below.  In addition, the 

researcher will be able to utilise reflections on the role from a personal perspective 

as a LTAC post-holder.   

 

This area (i.e., the development of practitioner-led leadership skills) is currently 

under-represented in research literature.  However, the increasing impact of enacting 

nationally proscribed agendas at the academic “front-line”, as well as at an 

institutional level, justifies the investigation. Furthermore, it is intended that this study 

will provide a useful interpretation of theory, (in particular, social practice theory) in 

this institutional context. 

 

2.1 Introduction 

This study will contribute to the growing body of research that critically explores the 

role of leadership in change management in higher education. A particular focus will 

be to examine the challenge of implementing an institutional strategy for learning and 

teaching at a local level and the difficulties and constraints facing the LTACs in this 

central aspect of their role.  

 

2.2 Rationale and aims of the project 

The study is justified for several reasons. Formal identification of leadership roles at 

practitioner level is a relatively new concept in higher education.  This development 

warrants research not only because it signifies an additional dimension to the study 

of leadership per se but also because it would make a contribution to the 

understanding of the influence of academic cultures on the enactment of strategy, 

particularly at the school/department level. It would also widen understanding of the 

effects of the national enhancement agenda for higher education in a particular 

institution during a period of rapid change.  The project, therefore, has several aims: 

 

 To explore the development of the LTAC role over a 4/5 year period, 

comparing self-perceptions of performance with those of other key informants, 

stakeholders and related documentation. In particular, to explore the work of 

enacting the institutional learning and teaching strategy at a local level. 
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 To explore how the organisational location, context and academic community 

in which each post-holder operates affect the conduct of the role, with 

particular reference to leadership strategies and the management of change. 

 To develop understanding of how the role contributes to the continuing quality 

enhancement agenda at institutional level. 

 To establish the value of this research to the overall management of change 

within the institution (and to other institutions where similar initiatives have 

taken place) and to investigate how the LTAC role should be supported and 

developed in the future. 

 

The aims of the study will be achieved by exploring the following research 

questions: 

1. What has given rise to the “quality enhancement agenda” in higher education 

and in what ways has it been enacted at an institutional level?  To what extent 

has the agenda brought about the emergence of academic “front-line” 

leaders? 

2. What are the challenges, difficulties and constraints for the LTACs in 

implementing an institutional strategy for learning and teaching at a local 

level?   

3. Leadership: how should it be understood in the context of higher education 

and in particular, what are the skills and attributes required of a leader at 

practitioner level in higher education?  Is the tension between “leadership” 

and “management” recognised as a factor affecting the conduct of the LTAC 

role? How far are the leadership roles and skills recognised by post-holders, 

colleagues and the institution?  

4. Culture, context and academic discipline: how do these factors promote or 

present barriers to strategic development and effective leadership at an 

institutional and local level? In what ways can the impact of these dimensions 

of academic life be recognised and evaluated in relation to their effects on 

conducting the LTAC leadership role? What are the characteristics of a 

supportive environment for front-line leadership?   

5. Self-awareness and shared professional practice: how does a “reflective 

practitioner” approach to the LTAC role militate against the constraints 
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imposed by of cultural, contextual and discipline-based characteristics? How 

do personal characteristics and approaches contribute to the conduct of this 

role? What professional development could enhance the effectiveness of this 

role?  

 

2.3 Theoretical background 

The project is linked to several theoretical areas.  The study of leadership strategies 

has already been identified:  in the context of this study, recent work by Fidler 

(1997), Nicholls (2000), Ramsden (1998) and Trowler (2001) provide a useful 

background.  The debate between views of management and leadership should be 

explored (Schon, 1984).  In relation to academic cultures and their influence on 

management and organisation, the work of  Becher  and Trowler (2001) and more 

recently, Knight and Trowler (2001) and Newton (2002a) identify the main issues of 

concern and interest.  A small study completed by the applicant (June – September 

2002) suggests that there would be considerable value in exploring the interaction of 

leadership strategies within the context of academic disciplines. The quality 

enhancement agenda has been considered recently in a range of research papers, 

in particular, those commissioned by the LTSN: Jackson (2002), Newton (2002b). 

The theoretical aspects of change in higher education at a global level are important 

to consider as they impact on the context of a particular institution.  This project will 

enhance understanding of methodological approaches to this type of research; in 

particular, the application of “social practice” theory (Knight and Trowler, 2001) the 

implications of being a “teacher-researcher” (Hammersley, 1993) and the continued 

development of combining qualitative and quantitative data collection and analysis in 

educational research (Bird, 1992). 

 

2.4 Critical analysis of existing literature 

The impact of rapid change on the culture, management and practice of higher 

education has been discussed by Deem (1998) and in relation to the developing 

quality enhancement agenda, by Jackson (2002) and Newton (2000; 2002a; 2002b; 

2002c; 2002d).  Whilst an investigation of the impact of change for institutions is 

valuable, there is a need for work that links and explores the effect of change on 

management and leadership at departmental level, involving consideration of the 

impact of discipline culture. Knight and Trowler (2002) identify the significance of 
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viewing leadership in context and also note the significance of leadership, as 

opposed to management, in facilitating change (p.3). The possibility that academics 

may not recognise their leadership role has been considered by Ramsden (1998) 

whilst the significance of academic culture on leadership of quality management has 

been explored by Newton (2002b). This suggests that professional development for 

leadership roles may be needed as increasing numbers of “front-line” academics 

take on implicit as well as explicit responsibility for implementing change within their 

communities of practice.  Research into the “innovation in teaching” agenda 

indicates the considerable challenges involved (Hannan and Silver, 2000; Taylor, 

1998) and the range of institutional and local factors affecting implementation and 

enactment of strategic plans. 

 

2.5 Details of methodology 

An interpretative approach will be adopted for the research design (Gilbert, 2001).  A 

range of qualitative and quantitative data collection techniques will be used, including 

semi-structured interviews, questionnaires, focus groups, participant observation and 

document analysis. In the first two years the LTACs will be interviewed about their 

role; firstly, at the outset of data collection and subsequently, following interviews 

with other key respondants.  This will be supported by a self-reflective commentary 

by the applicant, using the same semi-structured schedule.  Key respondents whose 

personal perspectives are essential to developing a holistic view of the institutions’ 

understanding of the LTAC role will also be interviewed.  It is planned to conduct 

semi-structured interviews with all 4 Deans of School, colleagues from the Academic 

Quality Support Services and 3 Heads of Department and to establish a focus group 

of 4 programme leaders from each HEFCE school. This “network” of key 

respondents can be revisited – using further interviews and/or questionnaires - at 

intervals throughout the 4 year data-collection period to both explore the 

development of the role and the changing understanding of it by the wider institution. 

This data will be supported by participant observation of a range of LTAC work 

settings and by related documentary analysis. In order to enhance the validity of the 

findings and also to provide a degree of generalisability of the findings, data will also 

be collected (via semi-structured interviews and exploration of documentation) with 

an LTAC, or equivalent post-holder, in three similar institutions.  This data will be 

used during the first two years of the research to establish and confirm issues that 
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could contribute to the development of relevant themes and at a later stage in the 

analysis, to test conceptual frameworks (see below). 

 

Original schedules and analyses will be developed, informed by a critical review of 

existing tools and designs. The data analysis will be performed through a process of 

theme analysis, leading via comparative analysis to the development of conceptual 

frameworks, as appropriate. Again, it is proposed that this analysis will form an 

original and innovative aspect of the study. Data will be validated by a combination of 

triangulation and respondent validation. The thesis will be presented as a case study 

of the LTAC role within Chester College of Higher Education. 

 

Note:  the applicant has recently passed a level ‘M’ 60 credit module in research 

methods (OU E835 Educational Research in Action).  

 

2.6 Project timetable  (refer also to chart – Appendix A). 

Year 1 

Establishing groundwork. Review work already conducted for earlier study; 

analyse additional data and continue development of identified themes.  Initial 

literature review, identifying key works: theoretical and methodological perspectives.  

Identification of issues to pursue in semi-structured interviews/focus groups with 

LTACs and other key informants (including external sources of data) - to obtain  

“baseline” perceptions of LTAC role and to use in the development of conceptual 

framework, to be explored in further data collection in subsequent years.  Identify 

documentary sources to analyse – maintain database/hard copies for subsequent 

analysis. Re-visit ethical issues and contact researchers in the field for further 

guidance. Identify and conduct participant observations of particular settings. Expand 

literature review, informed by theory tentatively generated from data.  Establish 

chapter outline and produce drafts of initial chapters.  Review and maintain reflective 

journal.  

Year 2 

Development of conceptual framework. Assess progress in development of 

research questions. Further appraisal of external and internal documentation.  

Further refined and more focused interviews with key informants, to explore 

development of role and for respondent validation. Consider use of questionnaires 
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for this phase and/or for obtaining data from a larger sample. Distil themes from 

observations and interviews. Re-visit literature to refine and develop on-going 

comparative analysis of data. Identification of further issues of significance, moving 

towards the development of a conceptual framework. Update literature review, 

critical review of documentation and own reflections.  Drafts of further chapters; 

review year 1 writing.  

Years 3 and 4 

Explaining, analysing and testing framework. Interviews with LTACs and other 

key respondents, focused to test conceptual framework.  Modification of 

framework(s) following further analysis – links/contrasts with existing knowledge, 

frameworks and practice. Year 4 – draft outlines of all chapters to be completed, 

following further interview/observations  to clarify outstanding areas. Update review 

of literature. Share research findings with participants.   

Year 5 

Writing up final version of thesis.  

2.7 Costing 

Based on the current detail of the proposal, costs will comprise reprographic charges 

and fees for attendance at related conferences and workshops.  

2.8 Health and Safety; Ethical approval 

Health and Safety: not applicable.  Ethical approval will be applied for through 

Chester College of Higher Education standard procedures.  There are specific 

ethical issues to consider in conducting this type of research where the participation 

of colleagues is involved.  This includes obtaining agreement of the research 

participants for their contributions to be published by sharing findings and 

conclusions (this is also important for “respondent validation”).  Advice has also been 

sought from researchers engaged in related work (Trowler, 2002, personal 

communication). 

2.9 Procedures for ensuring quality control and assurance 

Data collection procedures will follow design and ethical recommendations made in 

educational and social research, e.g., Dockerell (1988); Kimmel (1988).  Good 

practice to ensure the validity of data will include triangulation and respondent 

validation procedures. 
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Appendix A 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

NB Annual monitoring, completion of annual progress reports and postgraduate training not included. 

 

 

 

Year 1 Year 2 Year 3 Year 4 

Review of literature – key texts followed by more specific work as themes emerge. 

Revision of 
research skills – 
explore and 
design data 
collection tools – 
pilot. 

Maintain reflective research journal. Conference attendance etc. 

Interviews with key 

informants; review of 

current documentation; 

participant observations. 

Further data collection – 

developing perspectives 

and themes. 

Identification of 

possible themes 

Distillation of themes/ 

Review research questions – to be informed by data collection. 

Triangulation of data/ 

Comparative analysis 

Testing/modification of 

conceptual framework(s) 

Identification of 

issues. 

Final clarifications 

from additional data. 

Chapter outlines Draft chapters - to be revisited/reviewed Writing final version. 

Chart to show project 

timetable 

Year 5 
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b) List of interviews conducted for study, with dates and job roles 

Name Code/descriptor Date Role Discipline 

Pilot Study     

 Pilot 1 07/2002 LTAC Education 

 Pilot 2 07/2002 LTAC/Centre 

manager 

Health & Social 

Care 

 Pilot 3 07/2002 LTAC Languages 

Phase 1      

 Interview 1 2004 LTAC Education 

 Interview 2 2004 LTAC Languages 

     

 Interview 3 2004 LTAR Geography 

 Interview 4 2004 Head of 

Department 

Business & 

Managem’t 

 Interview 5 2004 Assist Registrar 

QE 

LTI 

 Interview 6 2004 Lecturer Sport & 

Exercise Sci 

Phase 2     

External 

interviews 

    

 External interview 1 09/2008 TLC Social Sciences 

 External interview 2 09/2008 TLC Applied 

Science 

 External interview 3 09/2008 TLC Business 

 External interview 4 09/2008 TLC Health & Social 

Care 

 External interview 5  Head of EDU  

Internal 

interviews 

    

 Interview 7 09/04/2009 Former LTAR Sport & 

Exercise Sci 
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 Interview 8 17/04/2009 Former LTAR Social & 

Comms Stds 

 Interview 9 22/04/2009 ELC Applied & 

Health Sc 

 Interview 10 24/04/2009 Former LTAR & 

LTAC 

Computing 

 Interview 11 05/05/2009 Former LTAR & 

ELC 

English 

 Interview 12 05/05/2009 Former LTAR Fine Art & 

Media 

 Interview 13 11/05/2009 SUTF/former 

LTAC 

Health & Social 

Care 

 Interview 14 15/05/2009 ELC Humanities 

 Interview 15 03/07/2009 ADA e-learning LTI 

Phase 3     

 Interview 16 24/11/2009 Head of 

Department 

English 

     

 Focus group 1 25/11/2009 ELC Arts & Media 

 Focus group 1 25/11/2009 ELC Health & Social 

Care 

 Focus group 1 25/11/2009 Former ELC Business and 

LLL 

 Focus group 1 25/11/2009 Former ELC Health & Social 

Care 

     

 Interview 17 26/11/2009 Head of 

Section 

Tourism 

Management 

 Interview 18 26/11/2009 DVC (Health & 

Social Care) 

 Interview 19 26/11/2009 Head of 

Department 

English 

 Interview 20 02/12/2009 Dean Social Sciences 
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 Interview 21 02/12/2009 Dean Learning & 

Teaching 

 Interview 22 14/12/2009 Dean Applied & 

Health Sc 

 Interview 23 12/2010 Dean Academic 

Quality 

 Interview 24 12/2010 NTF/Prof/Form

er ELC 

Geography and 

DS 

     

 Focus group 2 15/12/2009 SL / 

Programme L 

Law 

 Focus group 2 15/12/2009 SL / 

Programme L 

Psychology 

 Focus group 2 15/12/2009 SL / 

Programme L 

Biological 

Sciences 

 Focus group 2 15/12/2009 SL / 

Programme L 

Languages 

     

 Focus group 3 17/12/2009 SL / 

Programme L 

History 

 Focus group 3 17/12/2009 SL / 

Programme L 

Education 

 Focus group 3 17/12/2009 SL / 

Programme L 

Maths 

 Focus group 3 17/12/2009 SL / 

Programme L 

Tourism 

Management 

 Focus group 3 17/12/2009 SL / 

Programme L 

Languages 

 Focus group 3 17/12/2009 SL / 

Programme L 

Biological 

Sciences 
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c) Ethics committee comments & response 

Learning and Teaching Institute Research Ethics Committee  

APPENDIX Unconfirmed notes of the meeting held on 13th October 2009  

09/40 Consideration of applications – Catherine Irving 

Noted: 

The applicant’s response to the previous feedback was considered together with the 

present application.  

Written comments had been received from absent members, including one of the 

retiring members, and these are incorporated into the notes. 

It was observed that the application was similar to previous ones that the committee 

had reviewed, this one being connected with the final step of the applicant’s PhD 

work.  Dr XXX declared an interest, in that he had chaired the transfer meeting 

where many of the issues in the application had been decided, and his comments 

took account of this. 

Discussed: 

Section 7 Research outline 

It was noted that the application sought approval of the semi-structured interviews, 

and did not include the focus groups referred to later in this section and in Section 8 

Discomfort, distress and inconvenience. 

Members agreed they would find it helpful to have clarification of why the specific 

roles and their incumbents had been selected for this sample. For example, on what 

basis had the two chosen Faculties and their Deans been selected rather than others 

[page2]?  A similar point was made with respect to the email invitation to potential 

participants.  It was noted that recruitment is entirely voluntary, and members 

queried the contingency if one of the unique role-holders did not reply to or declined 

the invitation to take part [page 6]. 

Section 8 Adverse Effects, risks or hazards  

There was some concern about the preservation of participants’ anonymity, given 

the small sample size and its composition. The sample included some unique role-

holders who, it was thought, could be very easily identified.  It was noted that the 

applicant had been advised to explore a bar on access with the University of 
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Liverpool. It was suggested that the case to Liverpool could be that this was clearly a 

case study of University of XXXX, in which individuals were named and therefore 

their identity would need to be protected.  An alternative to this would be to use 

anonymising vocabulary, which it would be advisable to adopt in the context of the 

wider thesis [page 6]. 

It was recommended that the applicant should confirm that the review of transcripts 

by participants as ‘participant validation’ would be for accuracy rather than for further 

influence. 

Section 8 Adverse effects for researchers  

A potential adverse effect could be if any of the unique role-holders did not wish to 

take part, given that recruitment is entirely voluntary. 

Section 8 Relationship between researcher and potential participants 

In noting that the research supervisors would have access to the anonymised data, it 

was observed that one of the supervisors is also a participant. 

Section 8 Management of data. 

It was noted that to hold a meeting for all participants would compromise their 

anonymity with respect to each other, including the participant who is a supervisor.  It 

was further noted that the participant information sheet referred to receipt of a 

summary of the findings, not a meeting. 

PIS  

Introductory paragraph 

It would be advisable to give an indication of the length of time participants have to 

decide whether or not to take part, eg 24 hours, 3 days etc. 

Do I have to take part? 

The sentence, ‘If you decide to take part…’ is repeated in the next section. 

What will happen to me if I take part? 

The sentence, ‘If you decide to take part…’ is repeated from the previous section. 

Further detail should be given on what participants are expected to do with the copy 

of their transcription. 
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Role-holders, particularly those in unique roles, might want further detail on how their 

identity will be protected. 

What are the possible risks of taking part? 

If there is to be a meeting at the end of the study as stated in the application, there is 

a risk that participants in that meeting could reveal details on other participants to 

third parties. 

What if something goes wrong? 

It was noted that the supervisor to contact is also a participant. 

It was agreed that the final sentence in this section might cause unnecessary alarm 

to participants. 

What will happen to the results of the research study? 

It was noted that each participant will receive a summary of the research findings at 

the end of the study, but no mention was made of the meeting described on the 

application form.  This needs to be clarified. 

Consent form 

It was suggested that point 3 be rephrased for ease of reading to, ‘I understand the 

interview in which I take part will be digitally recorded and that following the interview 

in which I take part, I will be provided…’ 

Interview Schedule 

Typographical error to correct: ‘trailed’ should be ‘trialled’. 

It was queried whether Senior University Teaching Fellows should be included in 

point 4, since they are the equivalent of Readers. 

Approved: 

The application was approved, on condition that the applicant confirms that 

participant validation of transcripts would be for accuracy only.  Clarification of why 

the chosen role-holders had been selected over others would be welcome as would 

clarification of whether dissemination of results to participants will be in a meeting or 

a summary. 
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Response to LTI-REC meeting held on 13.10.2009 Catherine Irving 

 

1. I confirm that the participant validation of transcripts will be for accuracy only.  

 

2. I am pleased to explain why the chosen role-holders in this application have been 

selected.  

 

The participants in Phase 3 all (with the exception of the Dean of AQSS) have 

responsibility for appointing and/or managing local leaders of academic practice. In 

addition, they have responsibility for developing and/or enacting institutional strategy 

and policy development in learning, teaching and assessment – this latter area is the 

rationale for including the Dean of Academic Quality. Questions in the semi-

structured interview schedule (supplied with the application) will be included 

according to the role of the participant. These participants’ views on the areas 

identified in the semi-structured interview schedule will provide valuable triangulation 

with the views of local leaders’ peers, explored in focus groups, and of the local 

leaders themselves.  

 

The sample identified from the total population of Deans and Heads of Department is 

intended to provide a range of views across disciplinary areas.  

 

Additionally, it is suggested that these participants’ perspective on change 

management and leadership from the perspective of middle and senior level 

management will be particularly valuable. Much of the literature in this area of 

leadership focuses on leaders’ self-perception of their roles: a significant gap in this 

field is the perception of those who work with them, both peers and managers. 

 

3. Dissemination of results is important. I plan to do this in the form of a report which 

will not identify participants. This is because although further discussion resulting 

from this activity with the participants would be interesting for the researcher, I need 

to ensure as far as possible that the participants’ anonymity is maintained and 

ensure that they are not disadvantaged, experience any discomfort or are put at risk 

in any way. This is particularly important because the participants are working at 

different levels of the organisation.   
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I am sure that many of the participants know of colleagues who have contributed to 

this research, through the nature of its focus, but it demonstrates correct research 

practice to adhere to the principle of safeguarding anonymity as far as possible.  

 

I will be pleased to supply any further information that the Committee would find 

helpful. I am most grateful to all members of the Committee for their helpful 

comments and feedback on all of my applications. 

 

Catherine Irving 

15 October 2009 
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d) Example letter of invitation to participants 

Dear XXXX 

 

I do hope all is well with you. 

I am writing to ask if you would be willing to participate in my PhD research by taking 

part in a semi-structured interview. The focus of my work is ‘leading academic 

practice at a “local” level’, exploring the opportunities and challenges for roles such 

as Learning, Teaching and Assessment Co-ordinators (LTACs), departmental 

Learning and Teaching and Assessment Representatives (LTARs), Faculty 

representatives on Learning and Teaching Committee and E-learning co-ordinators 

(ELCs). At this stage, the interviews are mainly exploring these issues 

retrospectively and considering the impact of the institution’s change in policy in 

relation to these posts. 

Colleagues who have been involved so far in the research have found the 

opportunity to discuss their work interesting and worthwhile. I hope this continues to 

be the case! 

If you would like to consider being interviewed, I will send further details of the 

research in a Participant Information Sheet, together with a form for Informed 

Consent and an outline of the questions for the interview. The interview will take 

between 30 and 45 minutes and will be recorded digitally. I will send you a copy of 

the transcript for checking afterwards. I hope to conduct the next series of interviews 

during April and the first half of May, including during the holiday period for anyone 

who is at work in the weeks before and after Easter. It would be very helpful if you 

could let me know of a few dates and times that would be convenient with you.  

The research has been approved by the LTI’s Research Ethics Committee. Due to 

the relatively small group of colleagues involved, I have undertaken not to 

disseminate my findings locally from this stage of the research and will arrange for a 

bar on access to my thesis for an appropriate length of time, in accordance with 

University of Liverpool guidelines. 

 

With very best wishes and thanks for considering this invitation. 

 
 
 

Kate  
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e) Example Participant Information Sheet 
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f) Example Consent Form 
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g) Interview Schedule Phase 1 

Leading academic practice at the “local” level 
 

Phase 1 semi-structured interview outlines 

Phase 1 Semi-structured interview outline: LTAC role 

1. The LTAC role and any changes since it was established in 2000. 

2. Perceptions of the leadership/power aspects of the role. 

3. Changes in organisational structure for QA/QE – impact on LTAC role. 

4. Developments in the HE sector – impact on LTAC role. 

5. The future of the LTAC role. 

Phase 1 Semi-structured interview schedule: LTAR role 

1. The LTAR role (Learning, Teaching and Assessment Representative): 

establishment in local context; conditions. 

2. Areas of involvement in the role, e.g., impact of QAA inspections; local 

strategy for L & T, etc. 

3. Links with School LTAC and ways of working with them. 

4. Impact of support from administrative colleagues. 

5. Barriers and challenges to conducting the LTAR role. 

6. Leadership and the LTAR role. 

Phase 1 Semi-structured interview schedule: Head of Department (formerly an 

LTAR) 

As above 

Phase 1 Semi-structured interview schedule: Lecturer 

1. Outline of role and involvement with learning and teaching. 

2. Impact of School LTAC role on own work – areas of involvement. 

3. Perception of LTAC role and its purpose. 

4. Awareness of departmental link – the LTAR – and what they do. 

5. Engagement with other processes/initiatives for sharing and enhancing 

practice. 

Phase 1 Semi-structured interview schedule: Assistant Registrar for Quality 

Enhancement 

1. Outline of role, duration of appointment to date; engagement with 

LTACs/LTARs. 

2. Joint work with LTACs/LTARs and the LTA Network. 

3. Overview of QE activities at the University. 

4. Challenges and opportunities of ARQE role. 
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h) Interview Schedule Phase 2 

Leading academic practice at the “local” level 

 

Phase 2 research 2009 / semi-structured interview schedule: 

LTACs/LTARs/e-learning Co-ordinators* 

 

 

The following areas will be explored in the semi-structured interview. This form of 

interview has been chosen to give both the respondents and the researcher the 

opportunity to explore related issues that emerge during the discussion. 

 

1. The role you undertook/currently hold: your interest in this area and the 
process through which you were appointed. 

 

LTAR 2005-06; LTC Faculty rep; JD? 

 

2. How the role developed. 
 

Ways of engaging with managers and colleagues; interface with enhancement 

networks; particular changes/developments at this time; funding/time allocation; L &T 

committee activity 

 

3. Areas of activity covered by the role. 
 

Specific areas: L & T action planning; peer observation; local CPD; engagement with 

Committee structure; networking internally and externally – with whom?; who contact 

– colleagues, HoS, Dean, other enhancement posts, e.g., ELC? 

 

L & T faculty rep – role in BoS? 

 

4. Evidence of impact on practice. 
 

All or some colleagues? Nature of impact – specific examples and/or cultural 

change. Innovations 
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5. Impact of institutional policy, strategy and change on the role. 
 

L & T strategy most significant; also impact of change in enhancement role itself; 

impact of changes to academic year; staffing? What was the local impact of this 

role? Did you get involved in “explaining” policy? Did it change in 

interpretation/practice at a local level? How has the work been led in the absence of 

the post? Advs and disadvs? 

 

6. Major opportunities, challenges and barriers to the conduct of your work. 
 

Human; resource related; policy/strategy related; organisational? How has you 

having this role impacted over the longer term? What networks did you join as a 

result of being in this role? 

 

7.  How do you perceive your role as a leader in this setting? 
 

Do you perceive these roles as ones of leadership? If so, how would you define the 

leadership involved? How does it compare with, say, being a programme leader? 

 

8. If you were starting out in this role again, what professional development 
would support your work? 

 

9. Any other comments. 
 

 

Kate Irving 

 

May 2009 

 

 

*Note: this schedule shows the researcher’s annotations (prompt questions) for an 

interview with an LTAR. 
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i) Interview Schedule Phase 3 

Leading academic practice at the “local” level 

Phase 3 research 2010 / semi-structured interview schedule: 
Head of Learning and Teaching Development / external site 

 
The following areas will be explored in the semi-structured interview. This form of 
interview has been chosen to give both the participant and the researcher the 
opportunity to explore related issues that emerge during the discussion. 
 

1. Brief background to your role and how it relates to those of the TLCs. 
 
2. Your perception of why the TLC role was created and how the role has 

developed. 
 

3. What skills and knowledge do you think are important for the successful 
conduct of the TLC role and why? 
 

4. What impact have the TLCs had, if any, on the interpretation of the 
University’s policies and strategies for teaching and learning at a local (e.g., 
School or Department) level? 

 
5. To what extent (if any) do you see the TLCs as having a leadership role? How 

do you interpret “leadership” in this setting? 
 

6. Colleagues who hold a similar role at other institutions have commented that 
they have much responsibility but little “power” to conduct their roles 
effectively. What is your view about this situation? 
 

7. How do the TLCs’ peers view their work and skills? 
 

8. What has been the impact of institutional policy, strategy and change on the 
role? Please mention current and future changes if possible. 

 
9. What do you see as the major opportunities, challenges and barriers that 

have impacted on the TLC role, both within the Schools and in the University 
generally? 

 
10.  For co-ordination roles like these in teaching and learning, what staff 

development do you believe (if resources permit) role-holders should have? 
 

Thank you very much. 
 
 
 
Kate Irving 
 
January  2010 
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Leading academic practice at the “local” level 

 

Phase 3 research 2009 / 2010 semi-structured interview schedule: 

 management roles 

 

11. This research is concerned with “local level leadership”.  How would you 
describe the leadership provided to colleagues in your department/faculty by 
Learning, Teaching and Assessment Co-ordinators (LTACs), LTA 
Representatives and e-Learning Co-ordinators.? (This may be in the past or 
currently). 

 

12. Whether in the past or now, what specific skills and abilities do you look for in 
making appointments to these posts? 

 

13. From your experience, in what ways do/have these post-holders provide 
leadership to colleagues in order to successfully manage change? 

 

14. What similarities and differences (if any) do you perceive between the 
leadership involved in these roles and that of (a) programme leaders; (b) 
professors and (c) readers? 

 

15. What opportunities, challenges and barriers do you think “local leaders” have 
to manage in the conduct of their roles? 

 

16. (Where applicable) How do you think that institutional funding changes for 
these roles post-2005 impacted on these roles in your department/faculty/area 
of responsibility? What do you understand as the rationale for these changes? 

 

17. In terms of leadership roles, how is leadership of academic practice being 
provided in your department/faculty/area of responsibility at the moment, and 
what strategies might be put in place to provide for this in the future?  

 

18. Are there any other comments you would like to add? 
 

 

  



 233 

j) Example of annotated transcription 
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k) Analysis notes (recorded in MAXQDA table) 

Author  cirving 
Creationdate 14/08/2009 
 
14/08/2009 17:39:59 
 
I've just completed reading the first 6 interviews - those with the LTACs - and have 
noted the issues that seemed to have emerged from each one. In each text, I 
highlighted the issues and put memos beside those that suggested something 
particularly significant. I then re-read these when drawing up the list of issues that 
could become codes. There were parallels between the interviews. It does seem to 
be systematic although very rough at this stage. 
 
I thought that I needed to do this before looking at the next set of interviews, those in 
2005 with "LTAC-related" roles.  
 
I now need to go back to Corbin and look at how she developed codes because 
these first texts need coding. Not sure if this should be done before looking at the 
next set of transcripts - I'll see what seems methodologically the most sound. I am 
rather concerned about how to generate suitable codes from the list of "issues" but 
expect this will emerge. I think I need to get an idea of a possible heirarchy of codes 
before I commit too far. I am not sure if the way I have identified issues lends itself to 
the development of codes.  
 
I'm also aware that the interviews with "LTAC-related" roles will bring up issues of 
their own and am not sure how many of the codes will be relevant, and what new 
codes will be needed. This also applies to the later interviews I've done this year. 
May put a different slant on everything. 
 
16/08/2009 14:17:34 
 
Re-read some of Corbin. Need to consider what the context is for the concepts I 
identify, i.e., code. Are they evidenced elsewhere, too? Is the context the institution, 
the level of operation or the way a peer interacts and works with colleagues in a 
disciplinary or other type of collaborative context?  
 
Need to write about my initial theoretical sampling (p.57) and then describe in more 
detail what was found later in the re-analysis.  
 
Tell the story of the data collection. Who are the actors involved? (p.72). 
 
Within code comparisions. Properties and dimensions - explore different 
incidents/comments/contexts. Do the same properties and dimensions apply? 
 
Write about the notion of "professional confidence" or "confidence". Conduct a 
theoretical comparison - looking at properties and dimensions. Could/should I use 
my own perceptions as an LTAC? e.g., when speaking to the policy group (surprised 
at how my advice was respected e.g., with peer ob and local teaching strategies).  
 



 236 

Consider meanings of individual words. List possibles. How should I code these and 
link them to concepts? May need to consider the whole of the interview to get a true 
sense of this. 
 
Important - relationship between structure and process. 
 
If theory building is my goal, I therefore need to present my findings as a set of 
interrelated concepts (not just a listing of themes, p.104). Usually the findings should 
apply to all participants in the study. Could I do this? 
 
Central core category: all others relate to this. 
   - represents the main theme of the research (could it be leadership or are other 
concepts emerging as more relevant?) 
  - has greatest explanatory value                          
  - highest potential for linking 
  - has analytic power 
  - can convey what research is "all about" 
When to I identify this central category - do I have it in mind at the outset (e.g., 
local leadership) or must it emerge from the data? If the latter, this may change 
the focus of the research - a reasonable thing. Read pp 228-9 for help with this. 
Advises to use MAXMaps 
 
Need for memos (p.105) 
 
In Corbin, memo titles are codes but may encompass more than one concept. 
 
What concepts might I have? 
 
* What seems to be missing from the data are reflective pieces from me from each 
stage. What would I have said in response to my own questions? 
 
Rough list of concepts/codes (still not sure how to differentiate the two or if I need 
to). Have found that I can list this in the Code Browser. Need to write a memo about 
this to crystallise my thinking about the initial review analysis and then to make a 
decsion about how to read and code the remaining texts. Can't spend too long on 
this although do need to create opportunity to develop and/or change coding 
process. 
 
From reviewing the first 6 interviews, I drew up a list of possible concepts/codes that 
seemed to emerge. I then identified those which seemed to lend themselves to being 
"parent" codes and those of a lower level or sub-codes. The higher level codes were 
suggested by picking out the "issues" that could be described as concepts and which 
could be subsequently subdivided to include interpretations/angles/comment those 
issues raised by different participants. I am not sure until I write them whether they 
will come out as suitable labels for each concept/code. 
 
Boundaries 
Boundaries/role 
Boundaries/activities 
Boundaries/contributions 
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Boundaries/control of 
Boundaries/discovery of/testing the water 
Leadership 
Leadership/LTAC not 
Leadership/support 
Leadership/side by side 
Leadership/as management 
Support for role 
Support for role/co-LTACs 
Support for role/Faculty management 
Support for role/network 
Support for role/L & T structure 
Structure 
Structure/faculty 
Structure/institution 
Structure/network 
Structure/formal committees 
Structure/ad hoc arrangements 
Structure/impact on role 
Structure/using structure to support role 
Structure/size of faculty 
L & T strategy 
L & T strategy/local work 
L & T strategy/institutional 
Working with colleagues effectively 
Working with colleagues effectively/side by side 
Working with colleagues effectively/network 
Working with colleagues effectively/committees and groups 
Working with colleagues effectively/influencing 
Culture 
Culture/local  
Culture/institutional  
Culture/subject discipline issues/enhancement approaches 
Cutlure/subject discipline issues/ways of working 
Culture/local management style 
Culture/local alterations because of role 
Culture/institutional changes 
Practice 
Practice/discipline based 
Practice/discipline independent 
Personnel 
Personnel/impact of changes within Faculty 
Personnel/impact of changes outside Faculty 
Confidence 
Confidence/lack of within role 
Confidence/questionning effectiveness within role 
Confidence/improvements in within role 
LTAC 
LTAC characteristics 
LTAC/as catalyst 
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LTAC/as bridge 
LTAC/as consultant 
LTAC/as problem solver 
LTAC/awareness of role in other institutions 
LTAC/role in L & T "crises" 
LTAC/cajolers and ‘suggesters’ 
LTAC/characteristics of 
LTAC/annual review 
LTAC/long term prospects 
LTAC/cross institutional work 
LTAC/change in focus 
LTAC/raising issues about role 
LTAC/role comparators 
LTAC/job description 
LTAC/distance from hub of activity(actual/perceptual/cultural) 
LTAC/annoyance and frustrations 
LTAC/prioritisation of tasks 
LTAC/subvertive actions 
Time 
Time/lack of for LTACs 
Time/lack of for all colleagues to "do enhancement" 
Time/awareness of other institutions' LTAC 
Sector 
Sector/changes/enhancement in L & T 
Institution 
Institution/image of L & T 
Institution/philosophy 
Institution/values 
Network 
Network/setting up 
Network/effectiveness and impact 
Network/involvement of other colleagues 
Power 
Power/subliminal level* 
Power/as responsibility or not 
Power/lack of authority 
Policy 
Policy/making at local level 
Policy/approaches to making at local level 
Policy/impact of institutional policy 
Researcher 
Researcher/reflexivity 
Researcher/reflexivity/influence on responses 
Researcher/reflexivity/own experience of role 
 
This list gives me 18 codes. I need to think if this is too many and how these might 
make up a theoretical model. Perhaps some of these 18 will be sub-codes of each 
other. Need to learn how to use MAXMaps - just found handbook. 
 
17/08/2009 11:52:01 
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I've been thinking about these possible codes again and how they might relate to 
building a theoretical model. I think the main codes could be refined to be more 
specific to the comments in the transcript e.g., "lack of time" rather than just "time". 
I'm also thinking about how I might re-analyse these transcripts without loosing my 
initial coding. Perhaps I need to re-load each one and re-do each one using the 
detailed coding. I also need to think about how I can export the details into my thesis. 
A note about this came up when I switched on today, so I know it's possible. 
 
I have also wondered how applicable these codes will be to the "related roles" 
transcripts. I think  I will review these next with less coding just to see. The external 
interviews will be better because they deal with the LTAC role holders. 
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a) QE chronology for CountUni 

Appendix B (a) 

CountyUni: chronology of QE posts and activities 1998 – 2010 

Month/Year Activity Comment Related external and 

internal developments 

November 

1998 

Inaugural meeting of 

Teaching and Learning 

Sub-Committee held “to 

provide… a strategic 

approach to improving, 

supporting and 

rewarding teaching and 

learning….to providing 

mechanisms for 

disseminating good 

practice”. 

Sub-Committee 

established in 

response to 1997 QAA 

Audit Report, which 

also noted the 

importance of “taking a 

more active approach 

to the identification and 

promotion of good 

practice in teaching 

and learning”. (Ref 

Institutional Audit SED, 

May 2005). Sub-

Committee chaired by 

Dean of School of 

Education. Reported to 

Academic Board via 

Academic Committee 

First meeting noted 

formation of ILT; 

Committee agreed to 

develop an accredited 

PG Teaching 

Certificate in Higher 

Education 
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May 1999 Committee name 

changed to include 

“Assessment”; L & T 

Strategy (LTS) first 

discussed re HEFCE 

funding. 

Strategy also needed 

to support TDAP 

application and for the 

institution’s Strategic 

Plan. 

HEFCE funding for L & 

T strategy announced: 

99/26; 99/40 

(consultation); 99/48; 

99/55, leading to 

NTFS. 

September 

1999 

Four School Internet-

Based Information 

Systems Co-ordinators 

appointed (IBIS Co-

ordinators) 

Concerned with 

developing institutional 

VLE; more emphasis 

on links with IT 

strategy and 

committees than 

learning and teaching 

(limited reference to e-

learning in TLA Sub-

Committee’s work) 

 

October 

1999 

HEFCE TQEF grant of 

£92K; to be awarded in 

March 2000 subject to 

satisfactory institutional 

LTS and Action Plan. 

  

December 

1999 

LTS to include 

appointment of a 

Learning, Teaching and 

Assessment Co-

ordinator for each 

School of Study for a 

three year term 

Function of LTACs to 

co-ordinate school L, T 

& A action plans. 
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June 2000 LTAC posts advertised, 

initially for a 2-year 

period from July. 

Institutional L & T 

strategy approved by 

HEFCE. 

50 hours remission; 2 

increments; appointed 

in September 2000 

(The researcher 

appointed to School of 

Science and Health 

post) 

 

October 

2000 

LTACs (one in an 

“acting” role) co-opted 

onto L, T & A sub-

committee and also to 

serve on School Boards 

of Studies 

 QAA Subject Review -

Theology and 

Religious Studies 

Early 2001 LTACs for three schools 

meet regularly to share 

experience of role.  

 

 

 

HEFCE school LTACs 

attend national 

workshop for 

implementing L & T 

strategy. 

 

 

 

Learning and Teaching 

Research Interest 

Group (LATRIG) 

established by 

Programme Leader of 

MA Learning and 

School of Nursing and 

Midwifery LTAC still 

“acting” so did not 

attend these meetings 

until a specific post-

holder appointed later 

in year. 

 

Follow-up sessions 

held at departmental 

level; “headings” for 

local strategies 

presented and advice 

given on action 

planning. 

 

Institutional survey 

conducted to 

determine levels of 

interest in the 

QAA Subject Review – 

PE and Sports Science 
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Teaching in HE; LTACs 

members of this group. 

scholarship of L & T 

and pedagogic 

research, to determine 

associated staff 

development needs. 

This was not built into 

strategic activity to any 

great extent. 

October 

2001 

Institution makes TQEF 

funds (£2.5K in total) 

available for small-scale 

research proposals. 

 

 

 

 

LTACs invite 

departments to 

nominate Learning, 

Teaching and 

Assessment 

Representatives 

(LTARs); some 

subsequently given 

increments as 

departmental Posts of 

Responsibility. 

Five areas for 

research: e-learning; 

using peer review to 

improve practice; 

encouraging research-

based learning; 

enhancing 

assessment; 

disseminating good 

practice. 

QAA Subject Review – 

Business and 

Management 
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December 

2001 

Evaluation of LTAC-led 

sessions in “Show and 

Say Café” series (staff 

development workshop 

programme). 

 

Reference made to 

LTSN materials at L, T 

& A Sub-Committee. 

This workshop series 

was established by the 

Library, and provided a 

wide range of staff 

CPD for both 

academic and 

administrative staff.  

 

2002 Network of 

departmental LTARs 

established, starting in 

School of Humanities 

and extended to 

Science and Health. 

Meetings rotated round 

departments at 6-

weekly intervals. 

Non-HEFCE Schools’ 

LTACs attended 

Network, too, as did 

Heads of Careers and 

Student Support 

Services and the 

Assistant Academic 

Registrar for Quality 

Enhancement (based 

in Academic Quality 

Support Services). 

 

 Institutional L & T 

strategy reviewed; 

significance of LTAC 

role emphasised; posts 

to be continued. 

Emphasis on 

departmental L & T 

strategies/ action 

plans; peer 

observation of 

teaching; developing 

and integrating Key 

Skills into the 

undergraduate 

curriculum; supporting 

direct entry 

applications for ILT 

Membership. 
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April 2002 Group established to 

review the structure of 

the “learning year”. 

LTACs on this group; 

questionnaire 

distributed to all 

departments. 

Developments not 

taken forward at this 

stage. 

 

May 2002 Second annual Staff 

Development Day held, 

focussing on 

Assessment. 

Shared Practice 

Database established 

on the VLE. 

 

Institutional L & T 

strategy updated. 

To present good 

practice in written form 

on institutional VLE. 

 

First set of LTAC 

interviews (3): the 

“pilot” study. 

 

July 2002 Corporate Plan 

priorities give emphasis 

to staff CPD for L & T, 

to be implemented 

through annual staff 

development interviews. 

Requirement for new 

staff to complete PG 

Certificate in Learning 

and Teaching; targets 

for existing staff to 

achieve ILTHE 

Membership – support 

of LTACs requested to 

achieve these 

objectives 

 

September 

2002 

Learning and Teaching 

Day for staff takes place 

during “Show and Say 

Café” week, focussing 

on the needs of “new” 

students entering HE. 

This became the first 

“annual staff 

conference”, which 

subsequently moved to 

May and from 2011, 

September.  
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October 

2002 

LTAC annual reports 

cite work in progress in 

key areas; increased 

involvement with 

departments through 

QAA Subject Reviews. 

 

LTACs re-appointed for 

further 2 years.  

LTAC School of 

Science & Health 

identifies following as 

strategic objectives for 

role in 2002-4: 

improved links with 

external bodies; cross 

institutional links (e.g., 

with Academic Quality 

Support Services); 

continued support for 

local strategies; QAA 

Subject Review 

support; ILT 

membership; annual 

staff development day; 

development of 

pedagogic research; 

work on cross-

institutional committees 

(six identified as 

examples); provision of 

CPD activities for 

learning and teaching. 

 

 

 

 

 

 

 

Note expansion of role 

and increased 

involvement at 

institutional level with 

achieving strategic 

objectives. 

 

 

 

 

 

 

 

 

 

2 LTACs on this group 
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TLA sub-committee 

discusses need to 

include environmental 

responsibility in 

institutional L & T 

strategy and recognition 

and reward strategies. 

 

Plans for institutional 

Centre of Enhancement 

for Learning and 

Teaching presented by 

Director of Academic 

Quality Support 

Services, to be based in 

the School of 

Education. 

 

LTA working group 

established to develop 

institutional guidelines 

for Peer Observation of 

Teaching. 

 

Annual action plan for 

TQEF funding includes 

focus on formative 

feedback; employability; 

increased use of LTA 

Network for sharing and 

disseminating practice; 

peer observation; key 

skills; 

 

 

 

 

 

 

 

 

LTAC for Science & 

Health (the 

Researcher) role 

extended as the 

School has significant 

provision at this 

institution. 
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Nearby FE institution’s 

HE faculty merges 

(“assimilated”) with site 

of study institution. 

November 

2002 

LTAC Science & Health 

attended regional 

seminar on 

implementing L & T 

strategy 

  

December 

2002 

Cooke Report 

published. The College 

had participated in an 

self-study of external 

engagement with 

enhancement bodies, 

commissioned by LTSN 

and submitted as 

evidence for this 

Report. 

 

Appendices on 

institution’s 

Environmental Strategy 

and Links with External 

Partners to be added to 

LTS. 

 

LTA Network discusses 

e-learning. 

 

Internal Teaching 

Fellowships scheme to 

be established – 

 

 

 

 

 

 

 

As previously stated, 

e-learning 

development situated 

with IT services rather 

than L & T, which 

limited engagement. 

 

LTACs asked to 

produce criteria – not 

necessarily an 

appropriate task, as 

they were potential 

applicants (the 

Researcher was 

subsequently awarded 

a Fellowship) 
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eventually set up in 

2003-04 academic year. 

February 

2003 

Peer observation of 

teaching guidelines 

accepted by TLA sub-

committee. 

 

Final versions 

completed June 2003 

 

March 2003 TLA Network discusses 

links with external 

bodies, principally 

LTSN subject centres. 

An institutional network 

of contacts to be 

established. 

 

 

 

 

 

 

 

QAA visits continue; 

Development 

Engagement for 

Geography was held 

this month. 

 

Deputy Director of 

AQSS assumes Chair 

of TLA sub-committee, 

on departure of Dean of 

Education. 

 

The institutional 

network was re-

established in 2010. 

 

A national QE network 

was established, 

funded by the LTSN 

and led by Norman 

Jackson and 

colleagues (including 

the College’s Director 

of AQSS) in June 

2003. 

 

 

 

 

Institutional L & T 

strategy now 

supported from AQSS. 

This shift in 

responsibility for QE 

marks a step-change 

in institutional support 

for L & T, reflecting the 

national policy agenda. 

QAA Developmental 

Engagement - 

Geography 
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May 2003 Second annual staff 

development day; SMT 

approval given for a 

one-day Staff 

Conference in May 

2004.  

 

 

 

 

 

LTAC role important 

for encouraging 

conference 

submissions, 

presenting sessions 

and promoting staff 

engagement with the 

day. This event 

continues on an 

annual basis. 

 

June 2003 LTACs hold workshop 

for department L & T 

strategies, prompted by 

HEFCE’s request to 

review institutional 

strategies in July. 

 

Administration for LTA 

Network to be provided 

by Secretary to Director 

of AQSS. 

 

More LTA 

Representatives 

appointed as formal 

Posts of Responsibility 

(usually 1 increment). 

 

Institutional Teaching 

Fellowship Scheme 

launched. 

LTAC’s work with 

departments enabled 

local strategies to 

inform institutional 

strategy. 

Network clearly 

recognised and 

supported although still 

an informal group.  

 

 

 

 

 

 

Applications invited 

from academic and 

academic support 

staff; repeated 2005. 

 

 

 

 

 

 

 

 

 

 

 

 

Intention to replicate, 

as far as practical and 

appropriate, NFTS 

criteria, to support 

development of 

applications to NTFS 

in due course. 
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July 2003 LTAC for School of 

Education re-appointed 

for 3 years. 

 

School establishes a 

LTA committee for 

programme leaders. 

 

 

LTAC Science and 

Health notes a range of 

QE mechanisms in 

annual report to home 

department (PE and 

Sports Science) 

Out of step with other 

School’s plans but not 

necessarily a problem. 

LTAC in Nursing and 

Midwifery comments 

that his management 

role leaves insufficient 

time for LTAC work. 

 

 

 

 

 

 

 

 

 

 

 

August 2003   Institution granted 

Taught Degree 

Awarding Powers 

September 

2003 

Learning and Teaching 

Working Group (of LTA 

sub-committee) 

established. Remit: to 

develop support for L&T 

across the institution 

and in particular, 

through staff 

development events. 

Also conducted survey 

of LTARs and their 

roles, and asked the 

Network’s opinion about 

establishing a L & T 

Forum. 

Membership: LTACs, 

programme leader for 

MA in Learning and 

Teaching in HE; AQSS 

Deputy Director and 

the Assistant Registrar 

for QE. 

Demonstrates further 

embedding of support 

for L & T. This group 

was later re-named the 

“Learning and 

Teaching Staff 

Development Group”. 

 

 

 

 

 

 

Deputy to Dean of L & 

T delivered first 

seminar in early 2004. 
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LTA Network sets up 

annual cycle of 

meetings with two 

discussion topics for 

each session.  

 

HEFCE issues 

consultation document 

on Centres of 

Excellence for Teaching 

and Learning (CETLs). 

 

A member of staff of the 

institution is awarded a 

National Teaching 

Fellowship 

 

Academic Audit Sub-

Committee extends its’ 

membership to include 

to 2 from each School, 

one of whom will have a 

learning and teaching 

focus. 

 

To support awareness 

of greater links 

between “Quality” 

(QE?) and L & T. 

October 

2003 

Survey conducted 

about LTAR role by L & 

T Working Group. Main 

outcomes: recognition 

and support variable 

e.g., remission or not; 

increment or not; work 

involves implementing 

Need for parity 

evident. Lack of 

awareness of 

importance at strategic 

level? 

Lack of confidence 

noted in comments on 

this last area. 
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strategic tasks (e.g., L & 

T action plans; peer 

observation guidelines) 

as well as local 

development; often 

role-holder was also 

LTSN subject centre 

link; valued the LTA 

Network: informality 

appreciated; some 

engagement with 

developing scholarship 

and pedagogic 

research. 

 

Plans for a yearly series 

of staff development 

seminars issued by 

Assistant Director of 

AQSS. 

December 

2003 

Teaching Fellows 

appointed, each with an 

individual project to 

complete within their 

term of office. 

 

“Centre for the 

Enhancement of 

Learning and Teaching” 

proposed by the 

Director of AQSS, to be 

located in School of 

Education. 

 

 

 

 

Centre to have a 

research as well as a 

practice focus; idea not 

taken forward at this 

stage. 
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January – 

August 2004 

LTA Network continues 

to operate as in 2003. 

Second Staff 

Conference held in 

May; together with a 

series of L & T 

seminars. 

 

Institution re-structured: 

three new 

appointments: Dean of 

Learning and Teaching 

(the former Director of 

AQSS); Dean of 

Academic Quality; Dean 

of Students. Schools 

expanded from 4 to 7. 

Dean of L & T’s office 

included QE roles 

previously located in 

AQSS. 

 

University Teaching 

Fellowship Scheme 

launched. 

 

 

 

LTAC Science and 

Health (the Researcher) 

led institutional bid for a 

CETL in Work-Based 

Learning. 

PhD Proposal 

accepted 

 

 

 

 

To reflect increased 

emphasis on L & T, 

quality and the student 

experience. Dean of L 

& T to lead related 

Centre (exact focus to 

be determined) 

 

 

 

 

 

First phase of 

interviews conducted 

with 2 LTACs; an 

LTAR; a Head of 

Department; the 

Assistant Registrar, 

QE; a Lecturer. 

 

 

 

Application reached 

final round, but was 

not selected. 

 

QAA Developmental 

Engagement - History 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

HEFCE CETL initiative 

launched. 
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September 

2004 

 

 

 

 

 

 

 

 

 

 

November 

2004 

LTAC Job Description 

re-issued and updated 

for HEFCE Schools. 

Reflected involvement 

with LTARs; role on 

committees; work with 

Dean; support for 

development of 

pedagogic research. 

 

 

 

 

 

 

 

Five out of 7 LTACs 

appointed [one more to 

take up position in 

January 2005 and 

another in April 2005]. 

 

 

 

 

Academic Development 

Adviser (ADA) 0.5 post 

created, responsible to 

Dean of L & T, to 

support L & T CPD and 

to co-ordinate work of 

LTA Network. Activities 

of role focused on 

JD noted that posts of 

responsibility were 

“under review” so next 

round of appointments 

would be for one year 

only.  

 

 

 

 

 

 

 

 

LTACs for Science and 

Health (the 

Researcher), 

Humanities and 

Nursing and Midwifery 

did not apply for 

continuation; one post-

holder (School of 

Education) remained 

the same. 

 

Post-holder had been 

appointed as LTAC for 

Science and Health in 

September 04. 

 

Former LTACs for 

Science & Health and 

Humanities invited to 

CountyColl’s 

Application to the Privy 

Council for Title of 

University describes 

LTACs, LTARs (and 

Departmental 

Assessment Officers) 

as “ “key staff”, 

principally responsible 

for the design and 

management of the 

curriculum and its 

associated 

assessment.” (p.40)  
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pedagogic research and 

establishing CPD 

seminar series. 

 

 

 

 

 

 

 

 

 

Dean held meetings 

with LTAC group during 

the year. 

first LTA Network 

meeting in December 

2004 to explain to 

largely new group of 

colleagues how 

Network operated.   

(New organisation led 

to change of focus in 

meetings of the LTA 

network; fewer 

meetings held until 

December 2005). 

 

 ADA liaised with 

LTACs; LTACs to work 

with LTARs 

January – 

July 2005 

ADA conducted 

institutional review of 

pedagogic research 

activity and set up 

learning and teaching 

seminar series. 

Less focus on 

disseminating L & T 

information directly; 

note LTAC and LTAR 

team almost all new in 

post from September 

2004. 

 

Seminar series held 

with focus on external 

speakers with research 

focus on L & T. 

 

CountyUni  awarded 

University Status 

August 2005 Learning and Teaching 

Institute established, led 

by Dean of Learning 

and Teaching.  

Incorporated some 

staff from AQSS, 

including Assistant 

Registrar (QE) and 
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Research Officer 

(student surveys); also 

Learning Support 

Services (formerly part 

of Library Services). 

 

Paper on research 

findings to date 

presented at 

European 

Association for 

Institutional 

Research (EAIR) 

annual forum. 

September 

2005 

LTAC Job Description 

re-issued with posts 

again running for one-

year only; conditions 

and expectations as in 

2004. Initial meeting of 

LTA network held, 

subsequently, Dean 

and ADA met with 

LTACs only. 

 

 

School E-learning Co-

ordinators (ELCs) also 

established under same 

conditions as LTACs, to 

run for one and possibly 

two years in the first 

instance. 

Note change in format 

of links with Schools; 

limited contact with 

departments from 

centre, except for 

School of Science & 

Health. 

 

 

 

These posts were 

supported by JISC 

funding for e-learning 

(not TQEF). 

HEA Consultation on 

Professional 

Standards Framework. 

 

 

 

 

CountyUni awarded 

JISC/HEA funding for 

e-learning 

benchmarking project 
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November 

2005 

LTI Launch Event held, 

led by the Dean. 

  

January 

2006 

University participates 

in JISC/HEA e-learning 

Benchmarking project. 

 

ADA leaves institution. 

Senior Academic 

Development Adviser 

(SADA) post 

established. 

 

SADA acts as 

Programme Leader for 

MA in Learning and 

Teaching in HE 

(situated in School of 

Education), as previous 

post-holder left 

institution.  

 

Programme moved to 

LTI; LTI Board of 

Studies established.  

 

New ADA post created, 

to include Programme 

Leader role for MA. 

Additional ADA post for 

e-Learning created; 

colleague seconded to 

this post from Computer 

Science department. 

 

 

 

Researcher joins LTI 

staff as SADA. 

 

 

40 staff now in LTA 

Network, although 

meeting format 

changed between 

December 04 and 

February 06. 

 

 

 

 

 

Improved management 

and administration of 

programme. 

 

To develop e-learning 

across University and 

to co-ordinate ELC 

Network; ELCs invited 

to join LTA Network. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

CountyUni awarded 

JISC/HEA funding for 

e-learning Pathfinder 

project. 
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April – 

August 2006 

SADA holds meeting 

with LTACs in June to 

discuss staff 

development for revised 

format for academic 

year. 

 

 

 

SADA requests 

clarification from HRMS 

over position of LTACs 

and LTARs. 

Reported SMT view that 

these posts should be 

taken on by staff at 

appropriate levels on 

Senior Lecturer scale. 

This was not acted 

upon by Deans. 

Discussion paper 

presented by SADA to 

LTACs on 29 May 

 

 

 

 

LTACs requested 

clarification, too,  

 

New format for 

academic year 

announced in June. 

Change from two 

semesters to year-long 

delivery; all modules to 

move from 15 – 20 

credits. 

 

All School and 

Departmental level 

Posts of Responsibility 

suspended pending 

HERA role analysis 

and impending 

National Pay 

Framework 

discussions.  

October 

2006 

5/7 LTACs discontinued 

attendance at Learning 

and Teaching 

Committee. 

 

Dean and SADA 

establish Pedagogic 

Research Network 

SADA seconded to 

additional development 

role for revisions to 

academic year; PhD 

studies suspended. 
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January – 

July 2007 

QE support for 

departments and 

faculties focuses on 

institutional programme 

of development for new 

academic framework, 

led by the researcher. 

Former LTACs invited 

to participate in all re-

validation events. 

 

September 

– December 

2007  

Programme of 

workshops presented at 

institutional level; plans 

for annual staff 

conference put in place. 

Specialist e-learning 

module delivered 

across institution, to 

groups of up to 20 staff. 

  

January - 

July 2008 

Workshop programme 

continues; attendance 

lower than in previous 

years. 

 

Staff conference held in 

May  

Society for Research 

into Higher 

Education – 

Academic Practice 

Network: researcher 

presents findings to 

date presented at 

national network 

meeting (May) 

 

September 

– December 

2008 

Programme of 

workshops presented at 

institutional level;  

plans for annual staff 

conference put in place. 

Specialist e-learning 

module delivered 

across institution,  

Phase 2 data 

collected from 

MetroUni – semi-

structured interviews 

with 4 Faculty 

“Teaching and 

Learning Co-

ordinators” (TLCs). 
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to groups of up to 20 

staff. 

January – 

July 2009 

 Workshop programme 

continues; Staff 

conference again held 

in May. 

Phase 2 data 

collection conducted 

with colleagues who 

had held LTAC, LTAR 

and ELC roles; also 

ADA for e-learning. 

 

September 

– December  

2009 

Programme of 

workshops presented at 

institutional level; plans 

for annual staff 

conference put in place. 

Specialist e-learning 

module delivered again 

across institution, to 

groups of up to 20 staff. 

Phase 3 data 

collection: semi-

structured interviews 

conducted with ELCs 

(continuing in 

voluntary capacity); 

Heads of Department 

and members of the 

SMT. Focus groups 

with programme 

leaders and former 

ELCs; Head of 

Educational 

Development Unit at 

CityUni 

 

January – 

July 2010 

Faculty of Health and 

Social Care and Faculty 

of Education appoint 

LTACs. 
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b) Original Job Descriptions – ELCs and LTACs plus LTAC for 2005-6 
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c) Example Job Description for LTAR – Department of English 
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d) Report for TLA subcommittee – CountyUni’s Learning and Teaching 
Network 
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e) L&T Network reports - 2003 
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f) LTAC annual reports 2001 and 2005 
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Learning, Teaching and Assessment Co-ordinator,  

School of Applied and Health Sciences 

 

Annual Report for 2004-05 

 

During the past year, my first in the position of LTAC, the role has extremely diverse 

but broadly comprising three main areas of responsibility: representing the School at 

institutional level; operating as an officer in the School to support on learning and 

teaching issues, largely during curriculum development and review; and offering 

specific support and advice to Departments and individuals in response to their 

identified needs. 

 

At institutional level, School LTACs were involved in planning the annual staff 

conference in May 2005 and attended Learning and Teaching Committee. I was also 

the Learning and Teaching Committee representative on Academic Review sub-

Committee during its final year of operation. Two significant institutional initiatives, 

the development/ revision of Departmental Learning and Teaching strategies and the 

review of Departmental procedures for peer observation of teaching took place in 

2004-05 using the School LTACs to support strategy developments and to gather 

and synthesise information on POT. Both provided opportunity to get to know staff 

within the Departments and to begin to establish working relationships with the 

LTARs. The Dean of Learning and Teaching convened a number of useful meetings 

for School LTACs which were an excellent forum for discussion on a wide range of 

both internal and national issues, sharing practices and providing peer support as six 

of the seven post holders were new in role in 2004-05.  

 

Within the School, I attended Board of Studies and, at invitation, Senior Management 

Group meetings, which gave rise to a number of queries relating to learning and 

teaching issues. These were diverse, and included commenting on proposed module 

descriptors, identifying mechanisms to respond to the institutional Student 

Satisfaction Survey responses and feeding into discussions on academic induction 

for 2005-06 within Departments. In 2004-05, the QAA Institutional Audit looked in 

detail at two of the School Departments, Biological Sciences and CSIS. Both CENS 

and SES had joint revalidation and quality standards reviews and I was involved in 
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both as a panel member in addition to representing the School on the validation of a 

new degree and on an internal School steering panel.  

 

Working with individual staff has been both reactive and proactive in response to 

specific concerns and needs: as a result meetings have been held with members of 

staff across all the teaching Departments and Centres in the past year as well as 

with LSS staff. Issues discussed have been diverse, including assessment 

strategies, induction planning, new module developments, evaluation practices, 

numeracy and providing support for pedagogic research. A short “induction to 

teaching and learning” programme for SES graduate teaching assistants was 

developed and delivered in conjunction with SES staff and I also contributed 

sessions to the internal educational development workshop series and the annual 

staff conference on active learning and research informed teaching respectively. 

 

 

September 2005 
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g) Paper presented to CountyUni’s Staff Development Forum, June 2001 

CountyUni: Deans’ Forum – Monday 11 July 2011 

Leading enhancement of learning and teaching at departmental level 

The purpose of this paper to explain the background and suggested approaches to 

identifying a member of the academic staff in each Department to lead and co-

ordinate enhancement activities for learning and teaching. The second part of the 

paper comprises of a report submitted to the Staff Development Forum on 15 June 

2011. As a result of discussion at that meeting: 

 The objectives of the report were endorsed, noting that these responsibilities 

could be assigned without creating additional posts and/or increments; 

 Deans, in consultation with HoDs, should identify and appropriate senior 

individual to fill the role at Departmental level; 

 The main locus of progression for this will be through the Deans’ Forum. 

Members of the Forum will see from the report submitted to the SDF, that a role for 

leading the enhancement of learning and teaching at Departmental level is advised 

for a number of reasons. Principally, these are: 

 The significance of disciplinary-based knowledge and practice in supporting 

the enhancement of student learning; 

 The prevailing environment of change and development in HE, which requires 

staff to respond appropriately to a range of policy and practice initiatives at the 

level of the discipline; 

 A specific focus on the enhancement of the student learning experience in 

QAA methodology. 

Additional benefits of establishing these roles include: 

 Where this is not already in place, agreed processes for staff across 

departments to share oversight of particular aspects of the QE process – this 

should be designed to suit the local context; 

 For the role-holder (which could be a rotated position, for example, every 2 

years) the opportunity for evidencing leadership potential for career 

development; 

 An effective mechanism for linking to, and informing departments of, 

institutional/external QE processes, including LTEN and both disciplinary and 

generic learning and teaching developments. 

Research has been undertaken to identify the skills that are needed for this role, 

which can be discussed with both Heads of Department and appropriate academic 
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staff through the PDR process. This, and the ways in which departments can use 

this work to enhance local practice will be reviewed in this agenda item. 

Kate Irving, Head of Learning and Teaching                                               7 July 2011 
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CountyUni: Staff Development Forum 

Wednesday 15 June 2011 

Leading the enhancement of teaching and learning at local level 

The purpose of this paper is to outline the rationale for identifying members of staff in 

Senior Lecturer roles who can work as local leaders within their academic 

community to enhance learning and teaching.  

1. Providing leadership for enabling staff to respond positively to an environment 

of change is an important element of organisational development. This is 

particularly the case at the University, where increased growth and range of 

activities set within a relatively “flat” management structure means that 

increased demand is placed on effective team work. 

 
2. The University’s mechanisms and processes for the enhancement of learning 

and teaching have been commended in the last two QAA audit reports. 

However, the cessation of departmental and faculty level posts of 

responsibility in this area: Learning, Teaching and Assessment  Co-ordinators 

(LTACs); Learning and Teaching and Assessment Representatives (LTARs) 

and E-learning Co-ordinators (ELCs); puts the University in a vulnerable 

situation in terms of the QAA’s new external review framework.  

 
3. The presence of a number of initiatives (for example, the move to a new VLE; 

encouragement to design HE provision in new subject areas, both at home 

and overseas) means that developing and sharing practice is of continuing 

importance. This is particularly the case in an environment where increased 

productivity is likely to be required; colleagues need to be able to work more 

collaboratively and avoid “reinventing the wheel” by being aware of good 

practice in areas beyond their own programmes and department. 

 

4. Opportunities to discuss learning and teaching matters are increasingly 

limited, despite collegial, collaborative activity being a key feature of academic 

culture. Department or subject team leadership is particularly important for 

“creating space” to discuss practice, encourage new initiatives and to create a 

supportive developmental environment. Re-establishing local roles would 

therefore play a key part in ensuring that the University has robust and 

appropriate mechanisms for continuing to enhance academic practice. It 

remains to be seen what the impact of the revised committee system has in 

this area. 

 
5. The PDR process provides an excellent vehicle for managers to identify and 

discuss how responsibility for promoting and co-ordinating practice could be 

included in an individual member of staff’s workload. Research conducted by 

Kate Irving at CountyUni shows that leadership in this area is most effectively 
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provided at the level of the department and in some cases, in subject teams. 

Faculty co-ordination is important for disseminating policy initiatives but as the 

University grows in size, is less effective for leading change at practitioner 

level. The LTEN initiative (Learning and Teaching Enhancement Network), 

while undertaking valuable work at Faculty level, is less effective at 

developing practice at the level of programme teams due to the members 

being removed from the academic communities they seek to serve. However, 

linking LTEN with department-level “champions” would provide a robust and 

credible enhancement strategy. 

 
6. It is suggested that managers (e.g., Heads of Department) should identify the 

most appropriate way to support practice locally. In the professional faculties 

and some departments, this is already in place with LTAC and ELC roles or 

specific responsibilities at Associate Dean level. For other departments, a 

“learning and teaching lead” or similar role may be best. Given the 

significance of technology and the need to support practice by a commitment 

to the scholarship of teaching, those who are given this responsibility need to 

be able to cover these areas too. It is critical that those identified have 

enthusiasm and good interpersonal skills. This area of responsibility is ideal 

for those aspiring to promotion and would provide effective “enrichment within 

role” for staff in this category. 

 
7. A challenging aspect of this proposal is, of course, how to provide effective 

and appropriate recognition for this additional responsibility. The HERA 

process and associated National Pay Framework means that increasingly, the 

University can match level of responsibility to pay. It is suggested that these 

local leadership roles would be assigned to those working on the SL “B” scale: 

TSR 5, and that some remission from teaching duties is appropriate. Again, 

research has shown that insufficient time to facilitate meetings and 

development work has been identified as the most significant challenge and 

barrier to the effective operation of these roles. 

 
It would be most helpful if the Forum could discuss these issues, with a view 
to creating guidance to Departments and Faculties about how these 
responsibilities can be (a) clearly defined and (b) assigned to appropriately 
skilled and qualified members of staff. Aside from the significant benefits to 
the student learning experience, this development would also demonstrate the 
University’s continuing commitment to excellence in teaching and learning.  
 
Kate Irving 
Head of Learning and Teaching 
10 June 2011 


