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This report is based on a MMU/NICEC evaluation of a DfEE-funded development
programme on career management skills covering eight higher education
institutions. From the experience of the projects, it seems that the systematic
incorporation of career management skills into the HE curriculum is likely to
be a lengthy and complex process. Standardised solutions will not be effective.
The essence of good practice is a complex process involving senior managers,
“academic staff, Careers Service staff, employers and students. Close attention is
needed both to the overarching culture of the institution, and to the concerns
and agendas of the various sub-cultures within it. At national policy leve], careful
consideration is required of the change strategies and funding mechanisms that
are likely to provide effective support for such development.

The evaluation was conducted by David Hustler, Karen Carter and Rob Halsall
(MMU) and by Tony Watts, Ben Ball and Rob Ward {NICEC). Rob Ward was
particularly involved in the drafting of this report. A separate NICEC Briefing
(Developing Career Management Skills in Higher Education) provides a short
summary of the issues raised.
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Preface

In the wake of the Dearing Report (NCIHE, 1997), much attention is currently being
given by many higher education institutions to ways of developing students’
employability, particularly through greater attention to key skills and to work
experience. Closely linked to this is helping students to develop the skills through
which to manage their progression in learning and in work: their career management
skills. This is in some respects a more subtle undertaking, and at some risk of
slipping off the agenda. Yet structural changes both in higher education itself and in
the graduate labour market would seem to make such skills more and more
important.

The projects reported on here provide a rich vein of experience and evidence to help
higher education institutions in addressing their responsibilities in relation to the
development of students’ career management skills. A primary aim of our evaluation
of the projects has been to distill the transferable learning that can be derived from
the projects, and to make it accessible to other institutions.

We are grateful to the Department for Education and Employment for funding our
evaluation, and to the staff and students of the projects for their help and co-operation
in carrying it out. While we have taken care to ground our account in the evidence
we have gathered, the ultimate responsibility for the views expressed in the repoft

is ours.
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Section 1

1.1

1.2

Introduction
The Projects

In July 1995 the then Department of Employment issued a ‘Development Projects in
Higher Education Prospectus’ inviting proposals for projects addressing issues
identified as priorities for research and development. One area was that of career
management skills (CMS), for which 67 bids were received. Eight were selected,
associated with the following lead institutions:

(@) University of Central Lancashire, University of Leeds and the University of
Manchester, where large ‘Whole-Institution Projects’ (WIPs) were supported.

(b) Cheltenham and Gloucester College of Higher Education, the University of
Exeter, the London Institute, the University of Nottingham and the College of
Ripon and York St John, where smaller ‘Specialist Projects’ (SPs), usually
working on specific strategies or techniques, were funded.

In inviting proposals, the Department of Employment made clear its concerns with
the changing nature of the labour market for graduates:

‘The rationale for the theme is that the speed of social, technological and
economic change has produced a graduate labour market which is “
increasingly complex, unpredictable and individualised. The notion of the
“graduate job” is disappearing, job and career changes are becoming more
common and frequent, and the proportion of graduates whose first experience

of work in the traditional graduate traineeship with a large employer is
shrinking rapidly.’

It also noted the new demands this placed upon such graduates:

‘In this situation it becomes increasingly important that graduates have well
developed skills to enable them to manage their own lifetime learning and

working careers, including the skills to manage learning and work in parallel,
on and off campus.’

It further affirmed the need to address such demands through new approaches and
partnerships within higher education:

‘The expansion of higher education and changes in the job market have faced
careers services with a rapidly increasing workload, and a fundamental

challenge to their traditional ways of working. The intention of this theme is to
seek ways to address this problem:

== by developing new models for linkage between graduate careers services and
the curriculum;

m= by exploring specific strategies for development;

by disseminating-existing-good-practice-more-widely>--— -
A number of outputs from the funded projects were envisaged:
‘At national level, the programme of projects will improve the ahility of;

mm graduates to manage their lifelong careers;
[

academic staff to support the development of career management skills in their
students; '

wm  institutional managers in higher education to provide services which support
the development of career management skills; and . '




1.3

1.4.

1.5

o~

—_—

1.7

mm careers staff to work with academic colleagues and other pariners wi
outside the institution to develop career management skills in studen

The Evaluation

In April 1996 the Department for Education and Employment invited tende
theme-level evaluation of the projects, seeking formative input into the des
of the work as well as a final summative report. The Manchester Metropoli
University and the National Institute for Careers Education and Counselling
a joint evaluation proposal, which was accepted.

This report draws upon evidence gathered through this theme-level evalue
consider in detail:

(@) The approaches employed within the projects to deliver career mana;
skills. In Sections 2, 3, 4 and 5 we consider the range of delivery pract
adopted.

(b) The roles and responsibilities taken by various parties within this ente

' notably Careers Service personnel and academic staff, but also senior
employers and students. Sections 6, 7 and 8 pursue these issues, to d
does what’ regarding CMS. -

{c) Assessment in CMS. In Section 9 we focus exclusively on the contentic
of how, and whether, to assess.

(d) Success factors, challenges and issues for the future. In Section 10, dr
our evaluation evidence, we point to what we regard as the key issue:
development.

Initially, however, we consider the broader context for the work, and some
issues this raises.

CMS Origins and Workplace Change

In the 1980s, the term ‘career management’ was reserved almost exclusive
describe policies and practices used by large business organisations to de
careers of middle and senior management (Hirsh, 1984). Careers Services |
education, by contrast, described their curriculum-related work as ‘career
education’ — borrowing a conceptual framework used in secondary educat
use of the new term, therefore, provided the opportunity for Careers Servi
rethink their links to the academic curriculum and consider new approack
delivery. This included the expression of some dissatisfaction with the ‘ca
education’ construct, one {challengeable) view being that ‘careers educati
a reactive form of learning which does not have clearly articulated long-te
implications.

6——One-of thefindings-of-our first interim evaluation report (Hustler ef al, 1997

the various ways in which career management skills were being interprete
participating projects, and the lack of an overall consensus. For some proj
was clearly to be an emphasis on individual career planning and on the ta
managing transition into a competitive labour market. For other projects,
management skills were additionally associated with workplace effectiven
ability to understand and interpret a changing employment context.

It seemed clear that academic staff and senior management in particular f
for a coherent conceptual framework of the skills involved, in order to pet



DS

Introduction

1.8

1.9

1.10

111

fellow academics that the tasks of career management merited curriculum time and
attention. Accordingly, a paper exploring the nature and range of CMS was developed
as part of the evaluation process (Ball, 1997). This sought to promote discussion, in
the hope that a greater understanding would emerge of the skills associated with the
career management process.

Key factors identified within this paper, some of which were also reflected in the DfEE
prospectus for the theme (see paras.1.1-1.2), relate to the impact of workplace
change on ‘career’ and career development. Processes such as delayering, during
which employing organisations change their shape by reducing the number of
management tiers, result in lower morale, increased workload and fewer promotion
prospects, whilst at the same time increasing both the autonomy and responsibility
of individual managers (Holbeche, 1994). The ‘re-engineering’ of organisations in the
face of world competition has resulted in the need for greater flexibility on the part of
individual employees, and in changed work styles which include working more often
in cross-functional teams and less often in one particular department or function, It
has also, according to Herriot and Pemberton (1995), led to a revised psychological
contract between many individuals and their employers, in which employee loyalty is
no Jonger rewarded by a job for life, and little commitment is given on the
organisation's part to managing the career development of its employees.

In addition, research evidence (Connor and Pollard, 1996; Purcell and Pitcher, 1996)
has highlighted the challenges faced by graduates in their early career development.
These have included considerable competition in entering the labour market, career
patterns characterised by an increasingly varied mix of work experience, and the
need to cope with a rapidly changing labour market and an increasingly casualised
workplace.

Personal Transferable Skills

One response to the pace of workplace change has been to attach greater importance
to the possession of personal skills. Prior to the Enterprise in Higher Education (EHE)
initfative, two projects in particular were instrumental in increasing awareness of the
nature of personal transferable skills. The Personal Skills and Qualities Project at
Sheffield Hallam University developed a classification of personal skills based on an
analysis of the skills and qualities used by administrators and managers in the
workplace. At the same time, Allen (1993) developed a conceptual model of
transferable skills, based on a lengthy consultation process with staff at the
University of Sheifield. A notable feature of the model was the notion that core skills
lay at the centre of a hierarchy of skills which, in their most elaborate form, consisted
of group skills used in an organisational context and for a specific work environment.

In some ways, the lack of a universally accepted model has heen advantageous,
leaving staff free to define personal skills in ways that reflected institutional concerns,
perhaps ensuring a more successful outcome. Thus a number of influential

classifications have emerged, including the NCVQ framework (Hodgkinson, 1996). In a
higher education context, Purcell and Pitcher (1996) have distinguished between the
traditional academic skills (intellectual skills concerned with critical analysis and
logical thinking), personal development skills (independence and self-reliance), and
enterprise skills (leadership, inter-personal and presentation skills). The focus is
primarily on the skills associated with effective learning. Most recently, as the report
of the Dearing inquiry (NCIHE, 1997) identified and as the work of the first subject
benchmarking groups has confirmed, the development of personal skills is now
widely seen as a legitimate concern of the higher education curriculum.




Secti—(

1.12

1.13

1.14

According to Watts and Hawthorn (1992), personal transferable skills and career
management skills have some degree of overlap but are essentially different in fc
The focus of career management skills is upon competence in making and impleme
the decisions that determine one’s career, while the focus of personal skills is up
the competencies within the positions that one enters as a result of these decisic
and transitions. Watts (1997) has subsequently suggested that career manageme
skills can be viewed as a subset of personal (employability) skills, or alternative]
a separate set of metaskills which enables individuals to make use of the full ran
their other skills. The following analysis supports this latter view by pointing to
discrete and complex nature of the tasks involved in the career management pro

The Nature of Career Management Skills

A range of definitional frameworks which inform careers education and guidance
practice {Law and Watts, 1977; Ball and Butcher, 1993; AGR, 1995) can be identiii
as can attempts to synthesise changes in the nature of career expectations (Jack
et al., 1996). Distinctive literature on the subject of career management, in contr:
limited in scope, emanates largely from the United States, and reflects the conce
of human resources specialists in large business organisations secking to manag
career expectations and progression of particular groups of employees. The foct
the individual’s need to cope in a workplace characterised by the kind of change
outlined earlier has, however, made the issue of career management one of incre

COoncern.

Notwithstanding these caveats, it is possible to distinguish a range of processes
which define the term ‘career management' at its broadest level (Ball, 1997). The
processes are:

(@) Making career choices and decisions. This is the career competency most re
assoclated with self-managed career development. Such career planning is
usually construed as an iterative, cyclical process in which individuals first
review their skills, values and interests and, after researching career option
take action to put their plans into practice. Most career guidance practice i
designed to support, tacitly or explicitly, the career planning process undetr
by individual clients. As Kidd and Killeen (1992) observe, individuals now n
to revisit the career planning process on a frequent basis, given the nature
pace of workplace change,

(b) Managing the organisational career. Much of the career management literatu
has focused on the way organisations manage the career aspirations of
employees (Jackson, 1990; Mayo, 1992; Hirsh et al., 1995). More recently,
attempts have been made to elaborate the career management tasks facing
individuals in the workplace (Greenhaus and Callanan, 1994), which include
those concerned with choice and decision-making, as well as with coping w
life-stage transitions, work stress and overall career maintenance; and a

taxonomy of career competenciesimportant to the career success of one g
(female university academics) has been developed (Hackett et al., 1985).

() Managing ‘boundaryless’ careers. Arthur (1994) has used the term ‘boundar:

career to describe this particular workstyle because the individuals concer
are no longer ‘bounded’ by a particular employing organisation. The same
workstyle is equally apparent amongst performing artists (Jackson, 1996) a
as amongst designers, illustrators and craftspeople. Similarly, the typical
workstyle of many IT professionals who work on a series of short-term con!
with different organisations has much in common with freelance working ar
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seli-employment. For these individuals, the main task of career management is to
optimise their workload in order to generate income. This calls for a different
emphasis in the career management skills required for career survival,
emphasising business promotion (Bridges, 1995) and entrepreneurial skills
(Jackson, 1996).

(d) Taking control of one’s personal development. With fewer employing
organisations willing to provide a long-term commitment to an individual's
career development, an increasing emphasis is now being placed on various
forms of ‘personal development planning’. In place of job security, employees
may be offered development activity which will enhance their skills, making
them more employable both within and outside their employing organisation
(Mayo, 1995; Mackenzie-Davey and Guest, 1994). Three sets of skills in particular
would seem relevant to this task: reviewing and identifying development needs:
researching appropriate development options; and finding sufficient help and
support for the learning to be effective.

While the above framework may provide a starting point for the delineation of career
management skills, it is not exhaustive. Other career management tasks which appear
in the literature include the ability to maintain self-confidence and self-esteem, to
cope effectively with personal change, to anticipate the direction of change in the
workplace, and more generally to make sense of and interpret accurately the natire
of the environment whether it be economic, business or organisational.

Within the CMS projects that are the focus of the present report, the term ‘career
management skills’ was interpreted in different ways:

(2) Insome cases, the main focus was on immediate employment (e.g. helping
students to market themselves effectively); in others, on sustained employability
(lifelong career survival®).

(b) In some cases, the main focus was on career planning (self-assessment, resource
investigation, developing a realistic career plan, networking); others also
incorporated workplace effectiveness (team working, negotiation skills,
adaptability, flexibility).

(¢} Insome cases, the focus was mainly on meeting the needs of employers; in
others, on a critical awareness of changes in the world of work.

(d) Some saw career management skills as a sub-set of personal skills; others as a
set of meta-skills required to bring about the effective transfer of personal skills
to other settings.

In general, there appeared to be widespread acknowledgement of the importance of
career management skills, but only limited consensus on the precise way these skills
should be defined and related to key/personal transferable skills.

The differing definitions of CMS used by project personnel raise questions about the
skills involved and their relationship both to each other and to key skills. The written

communication skills necessary for producing CVs, for example, 'appear io be
universally held and capable of easy development and enhancement. By contrast, the
skills of realistic self-appraisal or the kind of strategic positioning highlighted by
Hackett ef al. (1985) appear to be of a different order of complexity and perhaps more
difficult to acquire.

If the skills associated with career management are of differing levels of complexity
and build on each other, they could be construed as a pyramid, with at the base the
wide range of skills associated with the ‘everyday’ processes of job search, effective
seli-presentation, and use of careers information sources, and at the apex the higher-
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order skills associated with the maintenance of a positive seli-concept, identifying
development needs and responding adaptively to workplace change. Such a

conceptual framework may be useful in viewing existing practice in higher educat
and the learning outcomes students derive from it, facilitating discussion about tt

challenges of:

() developing the more complex skills concerned with career review and decisi
making as opposed to those of self-presentation and communication necesss
to face employers’ selection procedures;

(b) moving from the one-off and bolt-on approaches to careers education which
typified much of the early careers education activity undertaken by higher
education Careers Services (Watts, 1977) to programmes which now take pl:
over a longer time-scale, are perhaps integraied into the student curriculum
can have more of a developmental impact;

(¢) considering whether degree programmes Can Jay claim to develop some Or
career management skills to the same extent, and if forced to prioritise, whie
staff (whether academic or Careers Service) might place their emphasis.

These questions, amongst others, were a strong focus of attention within the proj

P
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A Range Of Delivery Practices

At the outset, an attempt was made by the evaluation team to summarise the main
similarities and differences in the project proposals, as reflected in the contract
documents. Through this process it was possible to identify a diversity of aims,
intentions and emphases, including the explicit use of information technology or
distance learning, and the focus on areas that were explicitly non-vocational or
vocationally specific, on particular student groups, and on innovative approaches to
assessment.

Seven potential approaches to the delivery of career management skills were
detected across the range of projects:

(2) as a module developed within the departmental curriculum, fitting generic
approaches into particular departmental cultures and contexts;

(b) as a stand-alone option within the wider (institutional) modular curriculum;

(¢) as an integrating element of the degree programme;

(d) as an integrated theme (infused into all modules) within the academic curriculum;
(e) as a supportive process to the academic curriculum:

(f) as an addition to the academic curriculum (‘special events’);

(g2 as a support for the development of career management skills outside the
curriculum. '

Subsequently, as the projects developed, three major strategies were identified by
the evaluation team for the purposes of reporting and analysis. These were:

(2} An approach to delivery through specific programme modules, either generic in
nature and therefore capable of being adopted by many courses and departments,
or customised to meet the specific needs of particular courses (a and b in
para.2.2). We focus on this approach in Section 3.

(b) The integration of career management skills within programmes, by linking the
process of skills acquisition to existing course components, by developing new
curriculum initiatives which enmesh with the prevailing programme content and
course culture, or by supporting the integration of reviewing processes within

learning programmes (c and d in para.2.2). We focus on this approach in Section 4.

(¢) An approach which offered the opportunity to deliver CMS outside the curricuium
(through the open availability of technology or via discrete activities/special
events) (¢, f and g in para.2.2). We focus on this approach in Section 5.

Several features of the curriculum development processes undertaken by the
projects merit special attention because of their potential for use in other higher
education institutions. These include:

(@)-—The-involvement-of-employers-in-curriculum development-and delivery.

25

(b) The participation of academic staff in the delivery of skills sessions.

{(c) The development and piloting of open/distance learning approaches.

(d) The production of CD-ROM and computer-based learning materials.

(e} Increased use of formal assessment of career management skills modules.

In the sections which follow, the delivery strategies are examined under the three
broad headings identified, and institutional experience is drawn upon to illustrate and
illuminate each of the approaches in action. Such an analysis allows the perceived
benefits of, and challenges to, the approach to be presented from the perspective of

initiators, staff colleagues, student users, employers and internal evaluators.




-

11

Section 3

3.1

3.2

3.3

3.4

3.5

3.6

o
=T

The Module Approach

Introduction

The CMS module approach may be characterised as one where the essential starting
point was the desire to ‘teach’ CMS (as opposed to modules where the essential
starting point was located within the broader curriculum experience of the student,
e.g. a research methods unit or project work where CMS inputs support that activity).

These modules demonstrated an element of shared understanding manifest in terms
of content. Given this, it is not surprising that many shared common elements,
especially those which were ‘generic’ in nature as against those which were more
‘customised’. The former were designed so as to be available for students in all, or
at least many, departments/courses. In contrast, the latter were devised to meet
certain particular needs and/or circumstances of identified group of students,

Where both types of module were found in the same institution, it was invariably the
case that the generic module ‘informed’ the customised one(s). Individual CMS
modules totally ‘tailored’ to specific contexts were, in contrast, rare across the
projects. Examples of generic and customised modules are presented below with
particular reference to what was ‘delivered’, how and to whom it was delivered, who
delivered it and how it was assessed. Following this, some of the benefits of, and
Issues concerning, the module approach are considered.

Generic Modules

In the case of generic modules, notions of what constituted CMS underpinned
content, pedagogy and assessment. An example, referred to as Module A, s
presented in Box 3.1.

In another institution, at least two departments offered the same module, which we
will call Module B. This was similar in some respects, but different in others, to
Module A. Box 3.2 provides an outline of this module. The intended outcomes here
were focused more broadly on employability as well as on CMS, whereas those for
Module A were focused more specifically on CMS alone.

Customised Modules

Modules A and B are termed generic in the sense that they were, or could be, offered
to students from different departments/courses with little or no difference in the
module content (or, in some cases though not all, in pedagogy or assessment). There
were, however, several examples — both within and across institutions — of modules
where the generic template was customised to suit particular needs of identified
student groups.

3.8

Thué—thesame-proj'ectfromwhi‘ch‘Mbﬂﬁle— “entandted devised a module to meet the
needs and circumstances of students in a partner institution — a college of further
and higher education. In this case, the curriculum, approach and assessment diet all
cohered with some-of the overarching concerns of, and thrusts within, a BTEC HND
programme. We call this Module C: Box 3.3 provides some detail.

A further example of a more ‘customised’ module came from the geography department
in a third institution (a Whole-Institution Project). This module (Module D) is outlined
in Box 3.4. While it focused more consistently around career planning than did
Module C (which more broadly embraced employability skills), the strong element of
customisation was evident. e e s

i



Box 3.1: Module A

In this institution, the following career management skills were defined:

Self-awareness. ldentifying skills, values, getting feedback from others. ldentifyin
areas for personal development.

Self-promotion. Being aware of what employers want and what the individual hz
offer. Conveying (through writing and speech) what they have to offer. Learning
transfer skills to new contexts.

Finding and creating opportunities. Understanding ‘work’, balancing paid work
other interests. Creative job hunting, e.g. networking, using placements, volunta
work, part-time work.

Action planning. Analysing where am 1 now, where do | want to be, and plannin
to get there. Time management. Evaluating progress.

Negotiation. Especially important in a world of short contracts.

Coping with change and uncertainty. Being adaptable, understanding support
structures, understanding personal risk-taking.

Political awareness. Understanding changes in society, industries and within
organisations.

Lifelong learning. Learning to adapt to the pace of change.

Building confidence. This is important as more people can expect periods of
unemployment. Maintaining self-esteem is crucial. People will also need courage
intelligence to be prepared to tackle new opportunities and challenges.

These were reflected in the content of the module, which was in four parts:

Work. What we mean by work, and how political, social and economic changes
altering the nature of work in our society and globally.

Know thyself. Looks at self-assessment — identifying one’s own values, skills, inte
etc. and how these might relate to career development.

Researching opportunities. The students investigate an occupation, including con
interviews with people actually doing the job. They then use their findings whe
compiling a CV, covering letter and application form. Also, basic interviewing
techniques to help students conduct job-investigation interviews and as a way {
honing their personal interview skills, albeit as an interviewer rather than inter
Moving on. Covers such things as negotiating, decision-making, setting objectiv
networking, lifetime learning, coping with change and building confidence. Stud
are then asked to put together a possible action plan for their transition from «
into their next stage of life, whether it be employment, postgraduate study or
‘year out’.

The aims were to enable students to:

réflect on what they have learned from their experience;

audit and evaluate their own skills and competencies, interests and values;
investigate employment and training opportunities (labour market trends);
refine and apply problem-solving, goal-setting and decision-making skills;
enhance self-presentation skills as they relate to job-search techniques.

The assessment diet, though very much influenced by overarching award regulat

was fairly consonant with both the module aims and content, with different assi
elements tied in with the four content components:

Work Essay: How is working life changing?

What might be the implications for your career? Discuss.

Know thyself  Learning journal: on thinking about self and future, including r¢

on feelings aroused, ideas, re-evaluation, and darification of air
thoughts and feelings.

Researching production of CV: application form, with commentary on an an:

of a job and the evidence of fitting the student to that job.

Moving on Personal strategy or action plan.
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Box 3.2: Module B

In this institution’s approach, the underpinning definition of CMS was seen as comprising:
self-awareness; self-promotion; research skills; decisiveness and action-planning skills;
adaptability and flexibility; negotiation skills; networking skills; teamworking skills;
written communication skills; oral communication skills; and presentation skills. The
content of the module was:

Introduction to career management skills.

Self-awareness.

Team building,

Effective presentation skills.

Group decision making/networking and research skills.

Group presentations.

Putting yourself across — CVs and application forms.

Psychometric testing/course review.

Putting yourself across — interviews.

Personal and group skills in selection centres.

Course review and evaluatian,

The assessment diet for the module was 70% examination and 30% coursework,

Box 3.3: Module C

This module aimed to encourage students to adopt a dévelopment focus, enhance their
transferable skills, and increase their self-confidence to enable them to cope with
uncertainty in the future world of work. The curriculum comprised:

B [ntroduction fo course. Rationale, assessment, methodology, portfolic management,
the concept of lifelong learning and self-reliance. The changing environment,
changing organisations. Graduate careers and expectations. The challenges ahead.
Researching the job market. Networking.

m Team work. What makes an effective team. Team membership. Developing the team.
Team leadership.

B learning styles. Seif-assessment questionnaire. Model of effective learning.
B Seff-awareness and seff-assessment. Development of a personal SWOT analysis, focus

on strengths and opportunities to enhance self-development. Development of
personal profile.

® Self-improvement plan. Development of specific career objectives; analysis and
development of personal, technical, interpersonal and management competencies.
Personal goal-setting. Persenal action planning.

= Communication. Telephone, application forms, letter writing (including speculative).

® Negotiating. Assertive negotiation.

m_/pterviews. The.i ntew,iewqomeess,nobjeeh‘-vesrmsea rching-the-job and the organisation.
Dress, appearance, behaviour, voice, confidence. Preparation for expected interview
guestions. Role-play a selection interview. Video; video replay with feedback,

M Review and evaluation. What have you learned? How could we do it better?

Assessment was by the construction of a personal career management portfolio which
included items such as: my contribution to a team; my preferred learning style; self-
awareness results; current career perceptions; personal SWOT analysis; specimen letters
and CV; interview feedback; reflection analysis; and a personal improvement plan.
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Box 3.4: Module D

This more “customised’ model came from a geography department. The module
objectives were that students should be able to:

M consider how their geography degree programme and life at university helps in-
development of key skills;

m demonstrate awareness of changes in the graduate employment market, both
generally and specifically for geographers;

m demonstrate their ability to effectively present their personal and academic qual
against occupational criteria in a manner that is effective in applications;

m understand the importance and application of their academic, personal and lear
skills in the workplace;

m demonstrate awareness of a range of job-search strategies and an understandin
the differing patterns of recruitment in selection in different sectors — SMEs, blu
companies, voluntary bodies, eic,; ‘

® understand decision-making criteria in relation to career planning;
m ecvaluate different sources of careers information.

The outline syllabus was:
® Geographers have skills employers want; the aim is to identify what you have tc
Introduction to essay and reflective log. -

m Graduateness and decision-making. Understanding one’s own decision-making ¢
in relation to career planning. Introduction to group project.

m Interactive case-study: ‘Locating a Petrol Station’ or ‘Building a Gas Platform’.

Investigating occupational opportunities, Careers Service, WWW, networking ey
and other resources.

Occupational employer analysis; the different employment sectors.
Discussion forum with local employers; what do employers want?
Group project presentations: ‘...Geographers Can Take Your Company Places’.

Changing patterns of work; skill evolution. Discussion forum with geography
graduates.

m Targeting the employer, ‘CV maker’ and covering letters.
m Using the occupations fair for researching occupations and networking.

m Job search strategies; patterns of recruitment and selection; role of networking
Forum with alumni and employers.

The assessment diet comprised a planning sheet, a group project, CVs and letters,
reflective log and an essay. '

3.9 These represent a sample of the various modules developed across the CMS'
They capture in particular:

(a) the var:iety of underpinning notions concerning CM3;

(b)Y~ the range from more generic to-more customised approaches;
() the variety of assessment diets and modes (see Section 9).

Issues in the Delivery of Modules

! How are CMS modules delivered and to whom?

o 3.10 While modules shared much in the way of content and purposes, there was
considerable variety in how and to whom — in terms of academic level — they
delivered. This can be illustrated by reference to the four modules presentec
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3.13
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Module A was an independent learning unit offered as an option to students of cne
undergraduate award scheme in the first semester of their final year. Most of the
students were not on campus - some were on work placements in the UK, others
studying overseas. It was therefore written as a distance learning unit in which the
students were responsible for managing their own learning and researching with
support/structure provided through a set of four workbooks, plus some tutorial
support via telephone, mail and e-mail. Discussions were under way to implement a
proposal that the workbooks and module documentation be converted into .html
format and launched on the internet as a website. Students (and indeed others)
would then be in a position to access the materials, together with further primary
and secondary sources, from any networked site across the globe, and to e-mail
direct from the website to tutors.

The other three modules used more face-to-face methods. Module B was also an
optional module for finai-year undergraduate students, but — in contrast to Module A
—was largely delivered through lecture and workshop sessions involving the group as
a whole, with many of these sessions involving inputs from employers from a variety
of sectors. Medule C was an option for second-year HND students. There was a fairly
similar lecture/practical workshop mix as with Module B, but with less employer
input. An interesting element was the use of the institution’s specialist assessment
centre in contributing to the module’s self-awareness element. Module D was a = ©
second-year option which embraced a wider range of ‘delivery methods’ than the
other modules instanced here: lectures, seminars, workshops, occupations fair visit,
employer and alumni fora, and a group project.

The above captures some of the variety in delivery methods and in audiences, with
the latter ranging from first-year undergraduates through to postgraduate students.
The issue of timing, which is particularly an issue in relation to modular
interventions, is revisited in paras.3:26-3.27 below.

Who delivers CMS modules?

The question of who delivers CMS modules highlights the relative roles of the Careers
Service and staff from academic departments. Through the projects there was a
tendency for greater departmental involvement in devising and/or teaching the more
customised modules than in the case of the more generic modules, but this was not
always the case. What was clear was the key role of the Careers Service, manifest
most explicitly in the framework for considering the styles of relationship between
the curriculum-related work of the Careers Service and of academic staff that was
adopted in one of the projects. This analysis is presented in Section 7, where the
relationships between the Careers Service and departments are discussed further
(see also Section 8).

Benefits of a modular approach
The CMS module approach presented a number of benefits irrespective of whether

3.16

modiles-were generic-orcustomised: While some of these were also to be found in
other CMS delivery strategies, especially the integrated approach where CMS were an
element within modules, others are particular to CMS modules.

An important benefit for departments was that modules — as a component of the
student’s course - fall within the mainstream funding of course provision. Depending on
the extent of Careers Service involvement and the institution’s resourcing model, some
or all of this funding might have to be transferred to the Careers Service. The module
could also be seen by departments as a relatively unproblematic way of attending to
CMS, in that it avoids any need to re-jig the rest of an award programme (however,
there could be a downside to this, which-we-address-later-in-relation to the issue of
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marginalisation). Other benefits of the approach apply to different departments
institutions depending on their particular circumstances and agendas. Thus in
institution the module was seen as a useful pilot regarding the use of open/disi
learning.

As for students, module evaluation data suggested considerable levels of satis|
Quotes from internal evaluation surveys and from our own interviews provide
insight into how students themselves felt they had benefited from their modul
experience:

‘They (the sessions) were able to give me an overview of what | need to d
achieve my goals and also how to go about it. It brought a new perspectix
what is needed for lifelong learning.’

Tt made it possible for me to assess my qualities and faults to improve m
It gave me an overview of my capabilities.’

“The module has provided us with knowledge about employment {and ab
skills regarding getting employed) ... a better idea of what would be expe
by employers ... opportunities to reflect on your own strengths and
weaknesses ... provision not covered by friends on other courses.’

“The module has developed self-confidence. The world of academia to thy
world of work is a big jump — quite frightening. The step-by-step process
on the module has made the whole thing less daunting.’

1 feel more prepared for life after university and it’s helped me a great de
recommend it to others.’

Generic or customised?

The generic module had a number of advantages. For example, it only needed
period of development time; potentially it could be on simultaneous offer as a
to students from different departments; and it could be rooted very directly in
of what constitutes CMS. As the projects developed, however, there seemed t
general sense that, to quote one participant, T suppose I'm coming round to t
that It’s got to be driven by the faculties ... targeted work in the faculties is th
should be’. More particularly, ‘the work does need to relate to the actual deg
subject concerns ... (in order) to motivate students and to convince (departm
staff that these students should be doing this work as part of their course’.

Whether students were more motivated by, and got more from, customised a
generic modules, we do not know. However, it does seem that the feeling beh
Jast part of the preceding quote was fairly widespread among academic staff
understandably there were others who were happy to take a generic module
shelf”).

There was no direct correlation between generic/customised provision and th

3.21

of the curticulinmsrelated velationship between the Careers Service and depa
However, it was more likely that customised modules would involve academi
involvement in CMS planning, development and delivery. The relative roles o
Service staff and academic staff are explored in depth in Section 8. This does
have a bearing on other issues concerning CMS modules as a delivery strate:
move to some of these next.

Balancing careers education and guidance with the ‘discipline’
Where CMS modules were customised, especially in order to relate more clos

general thrust of the student’s course, the issue could arise of securing an ap



' Module Approach

17

3.22

3.23
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balance between careers elements and the discipline. As one departmental participant
commented, one of the key issues for her had been ‘getting the right balance of Careers
Service/department input; also, clarifying the objectives and ensuring these are
acceptable to all involved'. Elsewhere, a member of academic staff commented:

‘My intention was to influence aspects of CMS by rendering the venture more
academically respectable/acceptable, by grounding it in a reflective and
theoretical base. I'm not sure to what extent this has actually been achieved,
though ... As an academic [ tend to feel increasingly marginalised as the project
develops much more in the context of AGCAS and careers circles, than in the
academic domain.’

Status

The above quote also raises the issue of the perceived status or ‘standing’ of CMS
modules, particularly in the eyes of academic staff. In one project, a participant
suggested that ‘some staff have a jaundiced view of the diluting effect that careers
education will have on the degree experience of the students’, a view that could be
seen to be related to concerns such as the reduction of subject coverage and even
‘curriculum corruption’. There were cases where difficulties were encountered in
persuading internal validation groups to accept CMS modules, and in gaining the
support of departmental colieagues. As a second participant put it: ‘colleagues in the
department need reassuring/convincing that the module is really relevant’,

Such difficulties remained important, but as the theme developed, the evaluators
came to feel that more academic staff were being ‘won over'. Thus: ‘Quite a number
of staif are now comfortable — some change here.’ We also detected a number of
factors that might have influenced this, not least the positive student response to
their module experience, including the way in which it was seen to be supporting
them more generally in their learning programme. External examiner and/or other
‘outsider’ comments can also be seen to have played a part:

“..the question of the level of the work obviously arises ... | have looked at
two indicators of level (external and internal to the institution) ... these level
indicators can be met (by the module) ... I see no reason why it should not
be a demanding and successful level 3 module.’

Curriculum access within a credit-based framework

Initial evidence raised questions about locating provision within free-standing modules
in the curriculum. Where such broadly-based opportunities were contemplated, the
fear of some project staff was that they would not be taken up by students (for whom
they were not seen as directly relevant to their academic studies) or highlighted by
staif (especially if the resourcing which accompanied such modules flowed out from
the department if students chose them).

Where attempts were made to locate modules within particular departmental

: 3.26

programmes;-issuesrelated tofunding began to emerge, expressed in terms of ‘who
gets to count the students’. In two Whole-Institution Projects, concern was expressed
that departments would be anxious to ‘ringfence’ their full-time-equivalent (FTE)
student count and income in a context of diminishing resources.

Timing
Issues associated with the timing of modular provision were identified within two
Specialist Projects. In one, this related to where a module might ideally be located to

support career progression, set alongside the structure of the existing curriculum
within particular areas: :
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‘I we wanted to run a module in level 3 semester 1 for business and fir
students, and they said “we want to apply for accountancy”, almost all
major recruiters’ closing dates will have finished by the end of the sem

It was hoped that broader structural change in relaiion to this modular sch
{collapsing the modular programme into part 1 (old level 1) and part 2 (old
and 3)) would open up greater flexibility for students and help with student
a careers module at appropriatie times.

A related though more general tension was between staff interest in helping
develop their thinking at an early stage and student lack of interest at this s

‘..the lack of identification of this as a major issue in their lives until t}
terribly close to graduation ... actually getting students in level 1 ... to '
a vocational outcome is very problematic ... yvou look like an old fogey
them something they don't want to hear.’

Elsewhere a similar tension was identifiable at a later stage: between the de
the timetable of the applications round and the perceived readiness of stud
engage in career-related thinking and planning. Here staff acknowledged the
provision in semester 5 of a 6-semester course might he too late chronologi
felt that it was only when students entered their final year that.they prioriti
careers education.

Marginalisation

Perhaps the most fundamental issue of all regarding the CMS module appro
the danger that such provision could be regarded by some as a sufficient m
delivering CMS, leading to a view that the need would be adequately met b
module and that there was, therefore, no need to address such skills develc
elsewhere in the student experience. This could potentially lead to margina
there might be no organic linkage with the rest of the student’s programme
consequently no mutual benefits realised between this and the CMS moduls
then, a more general set of curriculum-development and teaching-and-learn
that might need to be considered by depariments and institutions.

Finally, where modules had, as most did, option/elective status, the lack of
organic linkage meant that no CMS-related benefits might materialise for m:
students. This optional v. mandatory issue itself raises tensions. For examp
mentioned elsewhere (Hustler et al, 1996), if CMS modules are mandatory:

‘how easily does that rest with the idea of autonomy and ... do such m
breed dependency and autonomy? If the modules are optional, how ez
that rest with the ideal of equal entitlement and is there any guarantee
those students who have greater need of guidance will opt in?
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The Integrated Approach

Introduction

In this section, we explore CMS as an element within various modules, as broad
programmes, or via such initiatives as the use of learning logs. While the integrative
approach identified for the purposes of analysis and reporting clearly has points of
contact with the modular approach (and, indeed, the extra-curricular approach), it
also diifers in a number of significant ways. The concept of integration utilised in the
projects was a broad one, linking the acquisition of CMS with pre-existing course
elements and new curriculum initiatives, and using this linkage as a means of making
such development explicit to students. Within the range of the projects, such
intentions could be discerned at three levels — whole-programme integration, linking
programme elements together, or supporting integration at the personal level (for
individual students by way of learning logs).

Whole-Programme Integration

In terms of the whole-programme level, the head of one institution reported:

Cal

‘Students still at college, as opposed to those who have graduated, also seem
to find it more difficult than | would have imagined to make a connection
between their desire to practise and the need to prepare themselves for
getting started after they leave. This has led us to conclude that it is important
to embed those issues as part of the curriculum from the very beginning if
they are not to be treated as bolt-on extras, whose importance students can
choose to ignore.’

As a consequence, ‘personal and career development’ was proposed as the title of a
ten-credit core, across the three years of undergraduate study, to provide ‘...the
intellectual framework and study skills for personal development and gaining key
skills for career management’. For the head of the Careers Service, the project ‘... was
pivotally important in terms of the new curriculum organisation which is coming in ...’

By contrast, within a second institution the ‘module template’ was redesigned to
include the sysfematic inclusion of skill development as an intrinsic part of each
module (offering the opportunity for the skills embedded within each module —
including career management skills - to be given greater transparency).

Linking Programme Components

In terms of linking programme elements together, the emphasis was upon provision
that was not concerned with the exclusive delivery of CMS per se, but rather that
contemporaneously supported another part of the curriculum. Thus, ‘... career

management-skills-are-taught-inthe contest of the (atcompanying) project/placement
to provide students with the support and skills to complete the practical task and ...
to raise awareness of these skills as important for life’. Work done within the modular
structure of a particular department was based on students choosing a discipline-
based project linked to a specific employer who supported project development:

‘The module is divided into three phases: preparation for the project,
implementation of the project and presentation of the project. Throughout the
three phases, you will attend a supporting programme of skills sessions.’

Within another institution, a third-year elective linked the processes of identifying
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personal achievements, planning, goal-setting and networking with the final de;
(the main focus of final assessment).

Elsewhere, provision was linked to previous (or anticipated) activity, providing
mechanism for capturing and illuminating those career management skills that
acquired within other contexts. Career management skills are thereby ‘caught’
than ‘taught’. Within a post-placement analysis module, for example:

“This module has been designed to enable students to correlate the know!
and understanding gained during level I and level Il studies with the experie
learning undertaken during industrial placement.’

Learning outcomes from the module included:

‘... developed their skills of critical appraisal of placement experiences ...
evaluated personal strengths and weaknesses identified through placemer
experiences ... and synthesised a personal philosophy and approaches to
employment in terms of analysed perspectives of the industry.’

Finally, in another institution, a (non-credit-rated) pre-placement personal and
occupational objective-setting initiative was established.

Supporting Integration at an Individual Level

Box 4.1 provides an example at the level of personal integration.

Box 4.1: A personal integration example

An assessed ‘Career Learning Log’ within a Whole-Institution Project was supporte:
four contact sessions with Careers Service staff over the academic year. As the intro
to the log emphasised, this was constructed to support the student in:

(a) Recording key aspect of your experience from:
& these Career Development sessions;
m other aspects of the course;
m other parts of your life (where you feel this is appropriate).

(b) Synthesising and connecting this experience together, so you can:
& develop a broader picture of yourself and your achievement;
m identify your next-step development needs;
m construct longer-term plans for your future.

(& Making use of this synthesis to
W plan;
m prepare for and implement the next stage of your career progression (whef
this be to further study, to research or development posts in industry, or to
something entirely different).

Through this log, students were invited to record and reflect upon CMS fearning r
_gained through specific sessions, but also from other aspects of their course and f

4.7

their lives as a whole.

Issues in Implementing Integrated Approaches

Establishing the rationale

Given the intention within this approach to ‘build-in’ rather than ‘bolt-on’ pro
the value of the integration proposed needed to be clearly articulated in dep
terms. Use of the ‘right’ language and conceptual frameworks with academic

_ therefore important, as was the explicit recognition of what was termed the "
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it for us’ factor. For one postgraduate initiative, Research Council recognition of the
programme was dependent upon a particular credit-point pattern, including a
transferable skills component.

Leadership and the nature of partnerships

The nature and establishment of partnerships between the Careers Service, academic
staff, students and employers, was identified as a second key issue. Partnership could
pose a particular challenge where the provision was explicitly designed to draw upon
specific industrial experience. Within a vocational area involved in one project, for
example, academic staff recognised that they, rather than the Careers Service, possessed
the specialist industrial understanding, and they allocated an academic staff member
to work with the Careers Service. Such issues are revisited in depth in Section 8.

The demands of an integrative approach on staff and students

Related to the issue of ‘who is best placed to do what’ within more integrated
provision was the emphasis upon drawing from individual experience to support
learning, and the focus placed within such a paradigm upon ‘a student-led approach,
with tutor support’. In the view of one module tutor:

‘What we are trying to do is a qualitative approach ... trying to meet the issues
of individuals rather than what we think the issues are.’ -

This, in turn, highlighted the need for the ‘right’ staffing and staff skills:

‘the success of the sessions depends a lot on whether the speaker establishes .
arapport ... to create a forum where there’s input from all sides. It is important
to have speakers with good people skills and a relaxed attitude.’

This also highlighted questions of assessment — at both a fundamental level (defined
by one academic staff member in terms of whether CMS can really be assessed, at
least until students are launched into a career) and an operational level. Central to
the latter was the need for the assessment process itself to contribute towards

module aims in developing seli-awareness/self-confidence, for example, or in helping
students to:

‘recognise the skilis they already possess and ... convey these to potential
employers ... Assessment in this module is an exercise in critical analysis and
evaluation ... If we are pushing self-reliance, this is exactly the exercise we
want them to perform.’

Student feedback also related to this issue, in terms of the public/private nature of
documents: for example, ‘You may not want your lecturers to know what'’s going on in
your head, and certainly not on anything involving values and beliefs.' For these
students, however, the involvement of Careers Service staff in the assessment role
reduced this problem. The issue of assessment is revisited in Section 9.

‘ 4.12

Issues-associated-with-personal integration
Evidence from within a range of projects also illuminated issues associated with
personal integration, emphasising:

“The variable prior experience of students which may have implication both
for the ways in which they approach the CMS content and/or the style of
assessment’ (Career Learning Log).

‘The strengths and weaknesses of approaches based upon limited contact’
(providing, for some, an ‘oasis in the desert’, and for othiers a hard challenge to
keep engaged with the process between contacts that were few and far between). -
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Student feedback in respect of one learning log stressed the need for contim

‘What was for certain was that it helped you if you did the log continue
you were supposed to, rather than simply all in one go when the assess
was due’.

Some students also reported difficulties with a specific action-planning proc:
context of personal/labour market fluidity. Questions were asked about who
processes were most suited to — the vocationally committed (in an uncertair
market), or the vocationally uncommitted: ‘Action plans are hard, especially
still got options open. They're easier if you know what you're doing next.’ Cc
however, the same source commented on the recording and planning proces
whole: ‘I think it's a particularly useful thing for students on generic courses
which aren’t tied to a clear, specific vocation.’




23

Section 5

5.1

5.2

The Extra-Curricular Approach

Introduction

Within a number of projects, approaches were developed which were less reliant on
direct inclusion within the academic curriculum, though they are perhaps more
appropriately described as having less overt links to the curriculum. This delivery
strand centred upon two elements:

(a) Approaches delivered via technology, such as: the creation or enhancement of
websites; the production of a suite of CD-ROMs linked to broad curriculum
areas; a computer-assisted learning programme available on CD-ROM: and a
profile disk which enabled students to record their progress.

(b) Approaches via ‘special events’, usually non-credit-bearing programmes running
alongside the curriculum. One example was a two-day programme, with a '
substantial employer contribution. This was devised to reflect the project’s
notions of what constituted CMS, and included work on teambuilding,
networking, lateral thinking and influencing people.

Other examples included employer-inked sessions provided departmentally, and a
seminar based upon graduate opportunities in a particular occupational sector (whlch
students appreciated for the way in which it ‘gave you a perspective on what the
employer looked for, rather than ... presentation skills”). This institution also provided
a Careers Fair: an ‘awareness raising and recruitment exercise’, emphasising links to
local SMEs, and developed in collaboration with a ‘Using Graduate Skills’ project.

The use of technology was seen as appropriate within CMS projects for a variety of
reasons. For one employer on a steering group, technology enabled the project to
‘take a leap ... the thing I like about the project is that you can get to a lot more
students that way’. It could also be seen:

(a) as a curriculum resource for whatever the tutor wanted to use it for — ‘I see part
of my role ... as showing different ways of using the CD-ROM with groups of staff
.. and students’;

(b) as a means of engaging with students directly, avoiding potential resistance from
academic staff by providing the opportunity to ‘go round the blind side, straight
to the students, past academic staff who don't see this as important at all’;

{(c) as a mechanism that was ‘in tune’ with student capabilities, though this might
(still) not be true for everyone (‘almost a technophobe ... through ignorance,
when I arrived”;

(d) as bringing provision that was independent of time and place, as well as
providing a pragmatic reaction to the fact that there ‘aren’t enough of us to go
round ... plus students are more and more familiar with IT ... so0 you can point

) them to something on the network ... go_and help.yourself ... take it or leave it”,

5.3

For a key member of staff within a WholeInstitution Project, the technology was
‘primarily for students to use on their own ... to teach themselves’.

While such provision may fulfil both stand-alone and multi-access roles, there is also
a risk of ‘tokenism’ inherent in developing initiatives whose links to the wider
curriculum are likely to be the weakest of the three delivery strategies highlighted
here. Within projects, staff sought to achieve a balance between developing the
technology and supporting students and acadermics in using it.
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Issues with the Extra-Curricular Approach

Ownership of the initiative

The issues of ‘ownership’ was particularly highlighted where specialist ski
involved and a ‘product’ was under development. Given the specialist foct
development teams, and the emphasis within the ‘technological strand’ in
upon product development, it may have been inevitable that — especially i
stages — employers and academic staff were used as resources for informse
delivery rather than becoming involved in shared development roles. Feec
one project suggested that the work was based upon a strong central tear
limited attempts to build collaborative partnerships with academic staff. |

of one tutor,

‘... (the project manager) rang me up and said “can you do a bit ... te
finding yourself a placement” ... s0 I have an awareness of it

One employer who was also a steering group member indicated a willingr
become more centrally involved. Thus ‘I would have liked to have been n
involved, would like this to be taken up more ... but I'm not sure if (the pr
manager) needs it ... or is 100 reserved to ask’. Conversely, in one project
were involved more centrally and collaboratively in defining CMS at the c
which informed the development of a computer-aided learning package —
providing employer-focused case studies for the package. We develop so
issues relating to employers in Section 6.

The role of students in developing such extra-curricular provision was al
Within one project the content of a CMS course was planned by staff, draw
‘theories of career management skills’ developed through other initiative:
earlier in the project, and informed by discussions with employers. Thes
intended to provide the basis for the programme, with the needs of indivie
being identified within this context. Interestingly, one employer at least s
need for a stronger student ‘lead’ within the programme, and was disapr
suggestions made in relation to this were not taken forward by project s

Student involvement was, however, noted within other project initiatives v
volunteers were involved as evaluators in considering the use of CMS co
packages, ‘working through the programmes and then completing a feed
questionnaire’. As a result, ‘the navigation through the system had been
rigid to allow users more choice’. Here, student feedback was identified

in shifting the approach of Careers Service staff involved in the project,

acceptance of the need for increased flexibility to account for student ai
choice. Student involvement is revisited in Section 6.

Moving provision into the curriculum

5.8 The problematic nature of transferring free-standing provision into dep:

highlighted in several instances. Within one institution, the extra-currici
was seen by project staff as making the least demands on the institutior
being very much in line with what the institution was currently likely tc
However, they felt that:

‘Courses such as this shouldn’t be seen as a Careers Service cours
will need to be integrated into the curriculum or graduate school.
require more involvement at an academic level.’

_Elsewhere, evidence of the potential to link free-standing provision to i

curriculum was more evident, as with the linking of skills training sessi
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projects in years one and two of a degree programme (in a department participating
within a Specialist Project). Evidence from a student perspective, however, suggested
a need to consider developmental linkages: for example, developing workshop
elements within other parts of the undergraduate programme curriculum, thereby
promoting and reinforcing learning. For one student, what was needed was ‘a theme to
run through the core ... pick this up and develop it ... it gave you so many interesting
insights ... from a business point of view ... and from a psychological point of view’.

Further issues
Three further issues bear particularly upon this strand of delivery:

(a) The long development time required within the constraints of a two-year time-
frame. For one project’s internal evaluator, looking towards the conclusion of
the project, ‘the challenge is to be able to say something about something
worth noticing’.

(b) The cost of updating (e.g. website maintenance) and issues about whose
responsibility it is. In one institution, the website development, in the view of
the internal evaluator, was ‘running in parallel with the rapid expansion of the
Careers Service’s own website ... a convenient co-incidence ... (which) suggests
this will be a live component of already existing developments ...’

(c) How other technological strands of the project would be resourced when DfEE
funding ceased. The broader issue here (which is at the centre of the CMS
programme as a whole) was about whether the extra-curricular approach was

fundamentally a ‘service’ function (in which case it lay with the Careers Service).

or was more related to academic development (and hence more appropriately
the province of an academic unit).
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Who Does What?: Employers and Students

CMS project participants can be broadly categorised into four groups: careers staff,
academic and other academic-related staff, employers, and students. In the next two
sections the nature of the roles played by, and involvement of, each is illustrated.
Emphasis will be placed on the involvement of employers and students in this section,
with attention to the work of Careers Service staff and academic colleagues in the next.

In overall terms, CMS projects were characterised by a strong level of employer
involvement. For some projects the numbers of employers involved was small, whilst
for others employer involvement was much more extensive:

‘56 employers have been involved so far in year two of the project. It was
encouraging to note that 8 firms, many of them London-based, took part in one
pilot module with 8 students. The willingness of both small and large
employers to become involved in this project is enormously pleasing and,
once semester 2's employers are added to the list, we won't be far off our
target of 100 employers.’ (PROJECT STEERING GROUP REPORT)

In a number of cases the nature of employer involvement developed well beyond the
traditional role as representatives on project steering groups. Employers were
involved at the planning, development, delivery and monitoring/evaluation stages of
project development, in addition to contributing to the management function of

Within some projects, employers made an important input at the planning stages to
the discussion, debate and definition of CMS, with employer expertise being drawn
upon in complementing higher education staff perspectives of what the ‘agenda’ for
CMS development should be. Here, serious consideration was given to the lifelong
nature of CMS and to the need to recognise the application of these skills beyond
immediate concerns at the point of recruitment to first-time employment following
graduation. The insights provided by employers were significant in highlighting the
need for a longer-term perspective in the definition and development of CMS at

‘Employers’ input related to career management skills issues and identifying
“attributes” which postgraduates need to develop from an employer
perspective ... these skills are not just about employability but about being a
better student ... a lifelong learner. Perhaps part of the argument is the value of
developments for learning in higher education and beyond.’ (EMPLGYER)

‘One point-which-emerged-was-the-expectation-from-employers that
postgraduate students would need to demonstrate that their further study
formed part of a longer-term career plan.’ (PROJECT MANAGER'S REPORT)

Section 6
Introduction
6.1
Employer Involvement
6.2
6.3
formal steering groups.
6.4
undergraduate or postgraduate level:
6.5

Employers were also involved in developmental aspects of projects, including direct
contributions to the production of course materials, computer-aided learning
packages and CD-ROMs, and, on occasion, course design. As project participants
pointed out, the employer perspective was often recognised as an important element
in making course content and CMS materials attractive, relevant and realistic,
particularly for students as the intended users:




,,,,,,, . Se(_

6.6

6.7

6.8

“When messages are reinforced by employers, this is potent and has stah
students. As representatives of employment/the world of work, they have
greater impact upon students/student learning.’ (CAREERS Al

In their ‘teaching’ role, employers made direct contributions to the delivery of n
or courses (via taught sessions, workshops, lectures, seminars, and acting as
for research, project work and placements). There was also involvement in pr
activities such as those associated with recruitment and selection (e.g. intervi
simulations, application and CV analysis) and team building and problem solv
(e.g. team task simulations, team building, and problem-solving tasks and their &

These contributions were valued by staff and students alike in providing insig
the direct experience of employers and the employment context:

“The employer role has been very positive: have established links which
continue (post-project). Employers have been involved in a teaching role
in giving a perspective on employment. The teaching role is central -

employers have been brought in to provide skills-related inputs. This tyy
involvement is seen as an important element in the popularity of CMS w

with students.’ (ACADEMIC

In some cases, this involvement led to an increase in the personal knowledge
understandings of higher education staff, a development recogniSed as contr,
directly to course development and improvement and to the provision ofam
informed and individualised curriculum for students in the CMS area. This w:
particularly so where employer and higher education staff involvement was
associated with a particular discipline or intended career:

‘Employer involvement has heen very valued - has informed my person
knowledge-base (regarding particular careers). | now feel much more in
personally, in applying CMS in the employment context.’ (CAREERS

Such employer involvement provided opportunities to explore not just recru
and selection issues but also the application of CMS in the context of the lor
after entry into full-time employment. In many cases, the student perspective
a view of employer involvement in their CMS work ‘as one of the best, if not
element’ of their courses, with employer input to the curriculum or to extra-(
activity being seen to provide ‘the most relevant and up-to-date viewpoint o
world of employment’. This relevance of the employer perspective was unds

by staff:

‘Employers bring in an outside perspective — students value “words fro
horse’s mouth”. Employers can make expectations clear in terms of gr:

employment issues.’ (ACADEM

It was reinforced directly by students:

‘F‘mplnypr_iny_olmmenr_has,,m@de me decide what I want to do and not

pip b

do - it has opened my eyes to what goes on out there.

‘Examples in the module which are drawn from employers relate skills
processes io the employment context and the specific career context"
we are interested in — so it is much more relevant and related.’

“The contribution from employers means that you are more tuned in v
is expected. The Careers Service course has been more tailored to oul
more individual to course and individual students. Wouldn't get that m
individual attention otherwise. We have an advantage now over other
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(e.g. at interview); we will know more, as we have been through it with
employers ourselves as part of the module.’

Employers were also involved in the provision of feedback, in facilitating student
reflection, and on occasion in formal assessment processes. This type of involvement
was also perceived as very beneficial from the point of view both of students and of
higher education staff involved in CMS delivery:

‘Employer involvement has been helpful. Involvement in assessment has been
seen as good, high status: it has made it important and relevant to our future
careers.’ (STUDENT)

‘While overall academic course is very sound, it does not give you the nuts

and bolts; the workshop did do that, it helped you to see where you stand and

gave you a lot of personal feedback that you don't always get in academic study.’
(STUDENT)

Changing Roles Associated with Employer Involvement

For some employers, the developing range of their involvement also bought about a
change in the nature of their relationships with academic and careers staff. Employers
themselves acknowledged a development from more traditional ‘careers talks or +
presentations’ towards a more direct role in the delivery of the curriculum (or extra-
curricular activity).

Concerns to convey a positive image of the employer organisation and the access
provided to prospective applicants or employees were often cited by employers as
the rationale for their involvement, together with the motivation provided by positive
company policies encouraging community involvement in its broadest sense. But
many of the participating employers (and particularly those involved in curriculum
delivery) were careful to highlight that ‘selling the company’ was not what their role
in the CMS project was about.

In some cases, the nature of employer input was significantly altered as a result of
their more direct involvement in the planning and delivery of CMS within or outside
the curriculum. Many employers talked about wanting to influence the higher education
curriculum by making it more relevant to the employment context, or of wanting to
make a contribution to student development in CMS, in terms of the benefits to the
students and to employers at large, rather than the specific benefits to themselves or
their organisations:

‘Employer benefits: hope what we get are graduates/ postgraduates who are

“street-wise”, more aware of the importance of the experiences they have,

more confident in identifying and communicating their skills and experiences.’
(EMPLOYER)

‘In 2-5 years after the project has finished, ! hope that it will enable students to

6.13

come out of courses “better rounded” and able to demonstrate appropriate
workplace skills. Employers have to train graduates in these skills and core
competencies, so it would be nice if they had these already.’ (EMPLOYER)

Seeking and maintaining employer involvement was a key issue within the projects.
There were many positive examples of productive partnerships between higher
education staff and employers evidenced in the various types of contributions made by
employer representatives to CMS work. Both academic staff and careers staff pointed
to this as a key element of their work (particularly where projects required extensive
employer involvement). Initiating and developing partnerships with employers was,
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however, very time-consuming and resource-intensive. For some, the resp
employers was very positive; whilst for others there were difficulties in es
and more importantly maintaining, employer commitment during the life of
The following quotes highlight this contrast in the experiences of three pr

‘Employers have been directly involved - feels very positive about co
with employers in and out of the area. Hasn’t had a refusal yet — top
companies willing to be involved - seen as a profitable two-way relati
a top university with top employers. It is important to maintain the s
the university, the department and the course — for students and emyp
{ACADE

‘In considering the employer role there are issues here, and some

disappointment in the involvement of one of our employer represents
There have been some difficulties in establishing a sense of ownershi
project here. (ProOJECT

‘There are fewer employers on the CMS committee ... It is difficult to s
commitment these days. Whilst the project may not be sufiering as a
less employer input, a stronger employer presence might have given
“value added” ... to help the project team.’ (

This latter statement would seem to illustrate the difficulties iff engenderir
of ownership for project developments such as CMS, where employers are
commit themselves not just to formal steering group activities but to more
types of involvement (e.g. attendance at, or input to, modules, courses, etc

The benefits of building upon longer-term or already established partnerst
employers have a previous ‘track record’ of involvement with the higher e:
institution (whether with academic or careers staff), might provide one sol
the ownership problem. Attractive as this sounds, however, there are asso:
difficulties, particularly when higher education staff are looking to extend 1
and scope of employers involved in CMS activities. In seeking to extend su
partnerships, the issue of ‘employer saturation’ needs to be highlighted. P:
personnel became very aware of the need to be sensitive to the demands r
employers and to try to co-ordinate their partnership activities in order th.
same employers were not being approached repeatedly, or too often, by ei
Careers Service or academic staff/departments (or both):

‘Employer involvement has high status - very involved. Departments
using employers although we have to watch out for over-saturation —
same employers too much.’ (CAREE!

‘In terms of managing the relationship with employers it is very positi
some really good employers in terms of “profile” and ability to deliver
however, need to manage the relationship effectively and not “overuse
same people.’ {CAREEF

6.15
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Evaluative feedback demonstrated that students wanted employer particip
extended still further, even in cases where it might have been considered t:
extensive already (e.g. within CMS module delivery). As one academic tutor «
in reflecting upon her own students’ evaluations: ‘They always cry for more
involvement, no matter how much they are getting already.’

Unsurprisingly, employer contributions tended to come from traditionally 1
recruiters of graduates and therefore reflected only part of the graduate lal
market. One Specialist Project, for example, anticipated working with SMEs
ended up working with major employers. Criticism about the lack of SME ir
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was often raised. Although some projects consulted and involved representatives
from SMESs, this tended to be on a small scale, the difficulties of involving and gaining
commitment (in terms of time and human resources) from SMEs being often raised as
the reason. Nevertheless, SME involvement was ‘on the agenda’ of many projects, and
both academic and careers staff were aware of the need for such involvement
alongside counterparts from larger organisations. This was particularly significant
where some employer representatives expressed a concern that employer perspectives
shared with students (e.g. through modules, teaching/learning materials or computer
packages) did not reflect the employment and career contexts of smaller as opposed
to Jarger-sized employers.

There was another side to this difficulty, with employers themselves suggesting that
they would have welcomed further consultation and involvement in project
initiatives, but that this evident sense of ownership was not always capitalised upon:

‘The company offered to do some “training the trainers” to assist academic
staff in developing the skills and expertise related to the delivery of CMS. Not
sure where this idea of assisting in training staff went (the offer was not taken
up) ... Perhaps this could be followed up, although it may be what such an
offer is not now still available,’ (EMPLOYER)

This suggests a lack of clarity about roles and expectations relating to the nature and
extent of employer involvement. Clearly, some employers felt that as projects
developed, there was scope for their role to develop as well.

The delivery strategy or model adopted by the projects also had an impact upon the -

nature of the partnership established between higher education staff and employers,
and upon the nature of the involvement of the latter. In the case of extra-curricular
approaches, employers tended to be involved in a consultative capacity (e.g. in the
production of CD-ROMs and computer-aided learning packages, in planning events, or
occasionally in delivery of one-off courses, workshops or short courses). In contrast,
within the modular model of delivery, employer participation in contributing to the
delivery of the curriculum often required more regular and repeated involvement.

The Nature of Student Involvement

There were examples of practice where developments reflected a traditional notion of
curriculum or service delivery, with courses or teaching and learning materials being
developed or delivered quite independently of student consultation, or where the
focus upon individual needs was less explicit. Here students were described as the
‘recipients’ of CMS provision: ‘course content has been planned by staff — not
accounting for student needs and experiences at an individual level through the
course content.” The underlying notion was: ‘they’ll get what is provided’.

Several projects, however, stressed in their proposals the importance of students as
active recjpieﬂtsqjdgniify.ingwhat—they_mig-htft-ake-f—rom—thedevel-epments, the aim

being to:

“... enable students to recognise their own potential and their transferable
skills to enable them to make confident personal decisions; equip students
with career management and personal transferable skills.’

Some viewed students more proactively as pariners in the development process, the
intention being:

‘To involve students at every stage of the process including planning, delivery
and evaluation ...’ o e S
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In one Whole-Institution Project, the project strategy for working with students
involved targeting a wide range of student activities outside the departmental
structure, e.g. through:

()
(b)
©
CY)
Q)

a Careers Service presentation to representatives of student societies;
career management workshops for student societies;

joint Careers Service/Student Union presentations to conferences;
formal Careers Service links with student scciety committees;

liaison with the Student Action Committee.

In addition, the perspective, and in some cases the input, of previous graduates was
sought, students who had previously experienced CMS modules being contacted after
graduation and involved in the delivery of modules to current groups of students.

In considering views of the student role along the ‘participant-recipient’ continuum,
some projects placed an important emphasis upon the need to respond to student
needs (at what was perceived to be a more individual level) and to encourage and
actively use student feedback and evaluation in informing CMS developments and
their implementation, Students made valuable contributions in undertaking the role
of ‘evaluator’, for example, in relation to module/course delivery, some of the IT-
related work, and to a certain extent with open/distance learning modules. In
addition, there were instances where the student perspective was specifically sought,
with students being involved in questionnaires as part of project developments, and
being consulted through the use of surveys or focus group discussions, as part of
project evaluation strategies.

This responsiveness was viewed by students as a very positive and distinctive
characteristic of CMS work when compared to previous provision made either in the
academic curriculum or by the Careers Service:

“There is a responsiveness to student feedback on this module: for example,
the course structure was re-organised in response to student feedback. Staff
seem to be about aiming to get the best out of us — everyone is involved in
making the module work - staff and students recognise this.’ (STUDENT)

“There is evidence from previous years that student feedback is taken on
board and used to improve the course. Past experiences of students are seen
as influencing the course. There is a fine tuning of the course each time it is
run - in response to our evaluation. Opportunities for student feedback are
provided and are taken up by staff.’ (STUDENT)

In addition, the provision was seen as being responsive to individual students’ needs:

“The course is trying to be responsive to student needs and experiences, e.g.
mature students who have already covered some course elements or skills
development elsewhere in the course.’ (ACADEMIC TUTOR)

6.24

‘Tn discussion with students, they see the module as very positive. Feedback
suggests it is one of the most important if not the most important module they
have done. The module is seen to cater for individual needs .., This is
accommodated within the delivery of the module and students perceive this
as important.’ (ACADEMIC TUTOR)

In such ways the role of students in contributing to the development and
implementation of CMS work was strongly highlighted. There was also, however, a
sense amongst some project staff that the role of students in ‘selling’ or ‘marketing’
CMS developments to other students in this positive way was something which was
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not always fully recognised or capitalised upon as a powerful development tool:

‘The involvement of students in influencing other students, for example to
choose the CMS module, is something we need to look at to extend their
Involvement in a marketing role. This can also come through the involvement
of past CMS graduates in talking with students and in providing an input to
modules.’ (PROJECT MANAGER)

In general, student data (from module evaluation in particular) indicated a high leve!
of satisfaction with CMS provision and also suggested that many of its potential
benefits were beginning to be recognised. Thus, for example:

(a) Student feedback on a generic module and on a two-day course was very
positive, all 26 participants in the latter case indicating that they would
recommend the programme to others.

(b} Survey data in one Whole-Institution Project reported that students who had
participated were more conscious of the skills they possessed, of their ability to
articulate them and present them to an external audience, and of the
significance of these skills in career management terms.

(¢) The final report from a second Whole-Institution Project highlighted evidence
from student presentations which confirmed the importance of recognising and-
presenting skills in terms of their employment applications, together with an
emerging understanding of how self-knowledge might influence future decision-
making.

(d) Ina CMS module group where students kept a sermi-public log that was shared
with tutors and was accessible to the internal evaluation process, the internal
evaluation highlighted the development of student perceptions through the
module, moving beyond the view that career security or employability was
based upon occupational information/knowledge, and towards the view that
such security was based upon processes of continuing development and learning.

The positive way in which students perceived CMS work can be linked to:

(@) the explicit and transparent articulation of the purposes and intended outcomes

of initiatives by staff, and consequently of the role(s) students were required to
play in such contexts;

{(b) student involvement in feedback and evaluation activity, as noted above, in the
context of initiatives which were seen as responsive to such feedback.

Positive student reaction was particularly evident where their involvement was seen
to have an impact upon future developments for future groups of students.

The variocus forms of involvement of students in the CMS work signified a shift in the
student role from the ‘recipient’ end of the continuum towards a more participatory
role. In this sense, there were some signs of a shift in the teaching and Jearning

relationship;with students acknowledging that they now ‘have more of a say’ in what
goes on. Some felt that they had been given a role in negotiating the nature of this
relationship, and this had resulted in an increased sense of ownership over personal
learning in the CMS area. It also demanded a different level of autonomy than that
required in other areas of undergraduate or postgraduate study. The focus upon the
identification of personal strengths and weaknesses, upon personal analysis and
reflection, contained in many of the CMS initiatives (be they courses, modules, CAL
Packages, workshops, learning logs, etc.) underlined this, with students feeling that
their involvement and role as learner in CMS work was very often different from their
experiences elsewhere within their higher education studies '
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6.28  For some, the demands made in focusing upon skill development and upon p

performance and development represented a very marked change in their ro],
learners in the academic curriculum:

‘Tam now more able to evaluate myself — the course has made you do thj
is the only course which has. It pushes you into reflecting on yourself. [t

also helped me to recognise ... to “collect together” skills, which I have Je
previously and put them together.’ (St

‘Student participation is important — in developing our own identities (as
professionals, as employees), in establishing moral positions as prospect;

“planners”, This unit provides opportunities for this level of discussion ar
self-discussion and self-exploration.’ (S

or-student relationship were import:
$ an academic member of staff or fro

Perceived changes in the nature of the tut

here, irrespective of whether the tutor wa
Careers Service:

‘From a departmental perspective they have made the module applicable
our course. The amount of effort put in by staff (in delivering the module)
reflected in the high level of commitment from the students. We make an ¢
because they (the staff) do; it is a reciprocal thing between tutors and stud

(Stu
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7.1

7.2

7.3

74

7.5

Who Does What?: Careers and
Academic Staff

Introduction

In this section, we focus on the attitudes, involvement and changing roles of academic
staff, and on the involvement and changing roles of careers staff. Issues relating to
the respective roles of the two groups in CMS management and leadership, and to
implications for the role of the Careers Service, will be discussed in Section 8.

Attitudes of Academic Staff

Most projects brought about considerable attitude change amongst certain groups of
staff. Some academic tutors became more aware of the skills that students were
developing. Some senior managers saw the notion of career management skills and the
project outcomes as potentially supportive of the institution’s mission: for example,
by demonstrating the potentia! career pathways within, prior to and after higher
education, it would be possible to promote access to higher education for a wider
range of socio-economic groups. CM$ projects theretore not only were responsible for
new ways of working amongst project participants, but also brought about changed
perceptions on the part of other staff within the institutions concerned.

At times there was considerable resistance to CMS activity, often due to the concerns
of academic staff regarding its impact on the amount of subject coverage that was
possible within their degree course and, allied to this, its ‘diluting effect’ on the
degree experience — for example, because of the (alleged) impossibility of CMS work
operating at the necessary ‘level’ within the academic structure. This was brought
into particularly sharp relief in relation to the matter of assessment, where project
staff were confronted by concerns of academic colleagues about the ‘intellectual
integrity’ of CMS and the relationship between skills assessment and degree
classification. In some cases, gaining the approval of course validation groups proved
particularly problematic.

Strategies in response to such resistance included attempts to work with individuals
who were seen as blocking developments, and ‘buying in’ visiting staff to bypass
resistance amongst existing academic colleagues. Our evidence suggests that more
academic staff, in some departments at least, were being ‘won over’ as the projects
developed ~ their assumptions and beliefs shifting, for example, in relation to such
matters as the ‘sanctity’ of the subject, or the appropriateness of certain kinds of
skills development, or the legitimacy of considering notions such as employability
within the academic environment.

It was difficult to generalise about whether some ‘disciplinary cultures’ leant more
towards CMS activity than others. Different disciplines responded differently as a

7.6

result of different needs, different views of accreditation, and different links with
employers or professional bodies, but no clear-cut pattern emerged across the
projects. Thus, in some institutions, non-vocational areas such as the humanities
either had not taken up the project at all or their involvement was seen by project
teams as disappointing; in others, however, the reverse was the case, often because
of the concern of staff in these disciplines that many of their students had little sense
of career direction or knowledge of the jobs market.

Similarly, in some institutions, vocational areas were the keenest to be involved, while
in others they saw little need for this because of the extensive employer links they
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already had, their specialist knowledge of the job market and requirements, and t
view that their students’ career paths were well-defined.

What appeared to have been a more consistent factor than the ‘disciplinary culty
was the presence of particular individual members of staif or groups of staff eage
and willing to act as ‘project champions’. This was especially influential when it
comprised, or included, someone at the level of head of department, course lead
or head of degree scheme. Also important were ‘link persons’: key staff within
departments who were keen to be involved at operational level.

Ihvolvement of Academic Staff

Some academic staff accepted the desirability of CMS, but felt it to be outside the
areas of expertise. Some also resisted involvement on the grounds of pressures or
their time, and lack of attention to skills work in the academic reward structure. §
staff looked to Careers Service staff to take responsibility for delivery. Other acade
staff, however, were keen to take more active responsibility themselves.

The involvement of academic staff from departments or degree schemes was very
varied across the projects, depending on the model of delivery chosen (modular,
integrated, or extra-curricular). In some institutions it was quite extengive, but in
others minimal. Within this broad picture, however, the involvement within the C)
projects of academic staff, or of academic-related staff outside the Careers Service
was manifest at a number of levels:

(& A few academic staff were employed as project managers, project officers or
project workers, and were therefore involved not only in the delivery of CMS
initiatives but also in their management and co-ordination.

(b) Other academic staff and senior managers within higher education were
involved in an advisory capacity, either serving as key personnel on steering
groups, or in some more general advisory or overseeing capacity.

() Academic staff were involved from within departments or faculties at a more
operational level in the planning and delivery of CMS initiatives.

The latter two categories of academic staff involvement suggest a range of issues
related to partnership, which will be explored later in this section and also in Sectio:
Here we focus upon the various ways in which the role of academic and other
academic-related staff were described and observed, both by themselves and by
others involved in the projects.

Involvement of academic staff in the planning, delivery and, on occasion, assessme
of CMS work depended very much on the extent to which a productive partnershir
was developed with those responsible for project management and leadership (in

mosl cases, the Careers Service). Key academic project personnel who were part o
core project teams had a very central role in these types of activities, whilst seniot

7.11

managers-had-a-mere-distanced advisory or managerial role.

In addition to participation at the planning and development stage, academic staff
were also involved more formally in a teaching and assessment role, particularly
where CMS initiatives were modular or course-driven. Academic staff were further
involved in the production of, or in consultation about, teaching and learning
materials, including those related to the use of information technology. Beyond this
some described an important aspect of their role as being concerned with offering
guidance and support, not just in academic terms, but in career-related terms (a
domain others might perceive to be that of the Careers Service).
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Academic staff also found themselves in a position where they were key ‘link people’ to
project developments (where the leadership of these was located outside the academic
management structure). Here their role as departmental, faculty or academic
‘enthusiasts’ or ‘champions’ was identified as a key part of project management
strategy, particularly in attempting to embed project work within departments or
amongst a broader base of students. It was necessary for some academic staff to
adopt a leadership role in curriculum development and innovation, particularly
where CMS developments were recognised as ‘new’ to their working context:

‘T have tried to be proactive in this promotional role but it has not been easy
to try and get these things across.’ (ACADEMIC-RELATED STAFF)

Trecognise my role as that of departmental champion for careers work within
the department.’ (ACADEMIC TUTOR)

‘My role has primarily been managerial and directing, but not involved in a
hands-on role. Supported the project manager in her work and “wielded a big
stick™ with one or two members of academic staff. | think I've been the project’s
champion in that sense, which is what the head of a college ought to be.’
(ACADEMIC SENIOR MANAGER)

e

Changing Roles of Academic Staff

Changes in the role of academic participants resulting from the CMS projects included
involvement in the management and delivery of what were, for some, new and
different methods of teaching and learning, and in some cases of assessment. The
skills focus of the career management initiatives required the implementation of new
approaches to curricular and extra-curricular delivery.

There were issues concerning the ‘academic credibility’ of CMS in some institutional
contexts. As a result, a number of staff found themselves having to grapple with
academic structures as well as academic opinion in getting CMS work off the ground.
In this sense, academic staff (often together with their colleagues in the Careers
Service) were required to be involved as curriculum developers and innovators at both
the planning and delivery stages. For some, this represented a significant departure
from previous practices; for others, it was merely an extension of their previous work.

Changes were also required from academic staff in addressing their role as assessors.
Although there was little evidence of peer- or self-assessment in relation to formal
assessment requirements, many CMS developments placed a heavy emphasis on
student self-reflection and analysis. The role of the academic tutor therefore required
an increased emphasis upon the facilitation of such reflective processes, which for
some represented one element of a broader change in their role as tutor or lecturer.
This was similarly the case where academic staff became involved in what were
perceived to be new forms of assessment, requiring different skills from assessors
than the more traditional methods_of testing and assessment usually employed within
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higher education programmes.

In many cases this type of development required a partnership arrangement with the
Careers Service, where the negotiated roles of academic teaching staff and careers
advisory staff evolved and changed over the time-span of the project. Such role changes,
particularly when made in response to changes in methods of curriculum, planning,
delivery and assessment, highlighted staffing and staff development issues, both for
those staif currently involved and in relation to bringing more academic staff ‘on board':

It has proved very difficult to ask subject-oriented academics to embed skills
in the curriculum and assessment.” — <o ACADEMIC-RELATED STAFF)
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7.18

7.19

7.20

“... Staff development is needed to equip staff to do what they need to ... B
this is about your experience as an employer, which is the last thing most
academic staff see themselves as being.’ (AcADEMIC T

There were some tensions associated with the evolution of staff roles in relatio
issues of support and expertise. There were circumstances where academic stz
were identified as the main source of CMS expertise, whilst in other cases it wa
Careers Service staff who were perceived to be the only personnel with the nec
knowledge and skills to deliver CMS work. In some cases this resulted in acade
staff involvement in CMS work being in isolation from Careers Service staff; in
the reverse was the case, with Careers Service staff being involved in the delive
CMS in isolation from their academic colleagues. Between these two poles, ther
a number of examples of variable types of partnerships between the two role g
(see para.7.10), which demanded a change of emphasis within the previous
relationship between Careers Service and academic staff.

Involvement of Careers Staff

The role of the Careers Service will be considered in more detail in Section 8. The
here is upon the role of careers staff, and identifiable changes to their role reve:
through an analysis of CMS involvement. o

In some projects, little distinction was made between the roles of careers and ace
statf, particularly where project initiatives involved a curriculum development c
curriculum delivery element. In this respect, careers advisers (and those who w
with them) variously described their roles as involving many of the activities o
in respect of academic staff. Involvement in planning, developing and delivering
courses, learning materials and CAL packages were all in evidence, as was
undertaking the roles of ‘teacher’, ‘tutor’, ‘guider’ and ‘assessor’.

Careers staff were also involved in what might be described more traditionally :
‘role of the lecturer’ and in many instances undertook responsibilities commens
with the role of an academic tutor. Their participation was also characterised b;
increasing involvement in teaching and learning matters at the level of curricuh
development and evaluation. This involvement was marked by a recognised shi
towards a different and more flexible role for careers advisers, which for many 1
seen to go beyond their previous responsibilities and ways of working:

‘There has been some blurring of my role as my advisory role encapsulate:
teaching element, although much of this I would describe as a facilitation r

(CAREERS ADV
‘The careers adviser role has changed: it has become very much more a

“teaching role” ... not just as a bridge between the world of academia and t
world of work; it is more involved in the learning process.’ (CAREERS ADV

7.21

“The invelvement-of XX-(careers adviser) has been in the delivery of the

module, with us (coilege staff) supporting. XX within a teaching role has be

very positive; she takes on a “lecturing” role beyond “pure guidance”.’
(AcADEMIC TU

Where project leadership and management was centred upon the Careers Servic
delivered by others with a careers advisory background, their involvement in th
project also required skills in project management and implementation. Thus a

number of careers staff found themseives taking on the role of project leaders, ¢
enthusiasts (within the Careers Service or elsewhere), and of curriculum innova
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and developers. This posed particular challenges for some project personnel, and
whilst providing personal and professional challenges and positive opportunities for
development, also had implications in terms of support and staff development.

Changing Roles of Careers Staff

7.22  The changes evident in the role of some careers staff, highlighted by the nature of
their involvement in the CMS theme, may be characterised to a greater or lesser estent
by moves towards a more clearly defined role in teaching and learning in higher
education, and away from a dominant concern with the provision of ‘one-to-one’
careers guidance:

‘We are focusing, as a result of this project and other developments, much
more upon careers education, working within the curriculum ... We are
providing less and less for individuals and more and more group work and
materials which students access for themselves. The one-to-one interview is
assuming a much smaller proportion of our time.’ (CAREERS ADVISER)

7.23  This change brought with it the requirement for careers staff to become involved not
just in a teaching role but in an academic administration role, thus bringing direct
contact with the academic management structures and systems associated with the
delivery of the higher education curriculum. Engagement at this kind of level — for ~
example, at examination boards, teaching and learning commitiees, and the like —
brought new demands. Careers staff sometimes found themselves in a position
where, either alone or alongside their academic colleagues, they had to ‘fight the
corner’ for CMS as part of departmental, faculty or institutional-level debates about
both curricular and extra-curricular provision.

7.24  An additional implication of the changing role was the requirement to become involved i
in the management of a range of new parinerships or relationships {or in the extension |
or maintenance of existing ones) within the mainstream academic structure. In
addition to managing links with employers which might be considered to be part of

J the more traditional role of the careers adviser, many Careers Service staff began to 5

talk of the importance of extending, managing and maintaining their links with ‘

, academic staff and senior managers of the institution with responsibility for academic

[

|

|

concerns as being a key part of their role:

‘Changes from the project have required more collaborative work with P
departments. This has reduced traditional Careers Service provision — ‘
individual guidance side has become a smaller part of our work. OQur aim is for
departments to work routinely with the Careers Service to add value to
| programmes. This is reflected in CMS project management, in that the project
is actively working with and through departments. It's about the development “
of different partnerships.’ (PROJECT MANAGER) |

‘I see the Careers Service as a very important support service and initiator of a
range of activities. It is important to note, however, that many colleagues have
no contact with or knowledge of the Careers Service at all. On the other hand,

alot do.’ (ACADEMIC TUTOR)

‘This project has given me the chance for the first time to work closely with a
J senior academic.’ (PROJECT DIRECTOR)

] 7.25  Such changes in role, apart from pointing to the need for staff development and 1
| _ general professional support for careers advisory staff, also signalled the possibility |
‘ of ‘role overload’ or ‘role ambiguity’, and certainly of ‘role tension’. As new roles
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L developed, dealing with the ambiguity and tension which this can create was crucig
o Some staff talked of being well supported, of their development needs being
accounted for within wider strategic visioning or planning (within the Careers
Service}, or of re-negotiating their role and responsibilities during the life of the
project:

‘For the future, the role involves more varied tasks. We are constantly looking
at the issue of refining our roles (e.g. through strategic planning) within the
C Careers Service and within the institution more broadly.’ (CAREERS ADVISER

‘We are aiming to change the culture of the service to the extent that work in
departments and with students in departments has become more widespread
and established ... There are, however, issues here related to the management
of staff development for advisory staff in order to support them in taking on
this new type of role.’ (PROJECT MANAGER

_ : Others described their experience of project participation as more isolating, with

ﬂ L fewer opportunities for sharing experiences of project management or

i implementation where concerns could be raised and experiences shared. In additior
‘ some careers staff discussed concerns regarding the status of their work on CMS, a:
the perception of others within the Careers Service that CMS$ project work is not th
‘real work’ of the careers adviser. -~

7.26  There were also examples of staff experiencing ‘role overload’, where project
activities demanded commitments above and beyond their normal role. Whilst this
commitment was largely given, other activities were not always displaced but
continued to make demands alongside project work. This had significant implicatio:
for continuance strategies at the cessation of project funding, and highlighted the
need in some instances for consideration to be given to the re-negotiation of roles &
careers staff.

7.27  In several projects, staff with a careers advisory background were employed outsids
the Careers Service in key project roles which might be defined as ‘academic
leadership’ rather than Careers Service leadership. Such careers staff found
themselves taking on the mantle of the academic tutor or curriculum innovator, not
just as part of their role, but as a major focus of it. The changing role of the Careers
Service itself is considered in Section 8.

Iy
T



Section 8

8.1

8.2

8.3

Roles in CMS Management and Leadership

Introduction

In this section, two key areas of concern will be dealt with, from the point of view of
management and leadership:

(a) partnership issues between academic staif and Careers Service staff in the
development and delivery of CMS;

(b) the role of the Careers Service.

The role of employers and students in CMS management and leadership has been
explored in Section 6.

Flexible Partnership

Different delivery models and strategies demanded various types of partnership
arrangements between careers staff and academic staff. The modular approaches
adopted by some projects, for example, brought with them varying degrees of
partnership: some involving Careers Service staff and academics in a shared -
planning, delivery and assessment role; others demanding very limited academic
involvement and a substantial lead by Careers Service staff in terms of delivery.

One of the Whole-Institution Projects, adapting a framework developed by Watts and
Hawthorn (1992), identified four models for curriculum-based delivery:

(a) Farallel delivery - academic staff and careers advisers each have separate slots

in a departmentally based programme, usually initiated and owned by the
department.

(b) Consultancy - careers advisers lend support and expertise to work undertaken
by departments, being involved in planning groups and materials development
and in informal staff development.

(¢) Integrated - departmental staff and careers advisers work as a joint course team,
planning and giving validation for delivering and assessing career-management-
related modules which are tailored to departmental needs and are owned and
delivered in the department (e.g. Modules C and D in Section 3).

(d) Specialist - modules delivered solely by careers advisers and employers. These
may be free-standing electives based in the Careers Service, or may be based
within academic departments, tailored to the needs of the department but
delivered wholly by the Careers Service (e.g. Modules A and B in Section 3.

It is, of course, possible to conceive of other models, e.g. one where the Careers
Service had nil or minimal involvement, but in terms of the projects it seems that all
CMS modules, and almost all of the initiatives, fit one of these four,

8.4

In one project, the original intention of the project strategy was to begin with Careers
Service leadership and involvement, and end with devolving delivery responsibility to
academic staff. In practice, however, it proved necessary to develop more flexible and
adaptable approaches to partnership in CMS delivery in order to meet the needs and
demands of the academic departments involved. This flexibility of approach largely
developed in response to the realisation that academic staff groups had broadly

divided themselves into two camps in their dealing with CMS initiatives within the
institution:
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8.5

8.6

8.7

8.8

‘There has been a significant change with regard to academic staff {(during th
project) ... Two camps are developing within the departments we are working
with: (a) those departments subscribing to the module as in the original plan
- where it is ultimately to be delivered by the departments themselves by the
end of the project, and (b) those who are happy to continue with the module
but not to deliver it themselves — they wish to continue to “buy in” the
Careers Service to deliver it.’ (PROJECT MANAGER

Thus it was not only those involved in more integrated methods of delivery who had
contend with the need for flexibility within such partnerships, but also those involy
in modular or extra-curricular delivery strategies. The need for experimentation,

adaptability and flexibility in managing the relationship between the Careers Servie!

and academic staff was highlighted by a number of project managers in reflecting
upon this issue;

‘I think the bottom line of the project was: we are going to try these different
ways of working with different people and see .. if they do work, which ones
are going to work, and how we can then work with them.’ {CAREERS ADVISFR)

In looking at the nature of these different partnerships and of involvement of the tw
groups of staff, it is important to recognise that the relationship between them ofter
developed, changed and evolved. Careers Service staff working with acddemic staff
were able in some cases to bring about changes in attitude or increased levels of
involvement of academic staff. As one careers adviser reported: |

‘The impact on the department has been huge ... I have gone from working with
someone who was slightly cynical to someone who is evangelical (about CMS).’

One academic tutor provided an explanation for such changes in the attitudes of
academic staff:

‘The partnership with the Careers Service on the CMS project has worked
very well because of the respect and the professional manner in which the
module has been delivered by Careers Service staff.’

The notion of developing an ‘academic empathy’ as a basis for responding to
academic staff’s reactions to CMS (either within or outside the curriculum) was
central to the strategies developed by profect personnel in their promotion of CMS
activity. Such concerns also characterised the nature of the relationships and
partnerships which evolved between careers staff and academics. Whilst there was ¢
general concern amongst projects to ‘build bridges’ between the Careers Service an
academic staff (particularly those at the practitioner level in departments or
faculties), some of these attempts met with difficulties.

Barriers in academic staff attitudes, both to the nature of CMS within higher educatio
programmes and to the status and role of the Careers Service, provided a challenge tt
those involved in establishing productive partnerships. Challenges faced by Careers

Serviee-staffin-thisrespect areillustrated in the quotes below, which highlight the
ongoing need for Careers Service project managers to address their intended

strategies for managing both latent and explicit resistance amongst academic staff
within their plan for CMS continuance:

‘If the new module works well [ can see it developing into a compulsory
experience - eventually. But this would lead to delivery issues given the extra
numbers involved. Also, colleagues in the department need reassuring and
convincing that the module is really subject (discipline) relevant. I had a bit of
a struggle with this in the first place. The head of faculty would also need
....convinecing in terms-of the resource transfer implications.’ (ACADEMIC TUTOR)
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‘Career management should locate itself more centrally within the academic |||
project. There ought to be a closer collaboration between the academic

community and the Careers Service — driven in my view (though I would say 1\
that, wouldn’t I!) as much by the academic agenda as by the careers agenda.’ ||i !

(ACADEMIC TUTOR)

8.9 In the adoption of extra-curricular and integrated approaches to delivery, it also
proved important to work on the development of productive relationships with |
academic staff. Whilst this was achieved with varying levels of success, an important '!
issue, highlighted consistently in the evaluation data, was the importance of ‘link’ ‘1\‘
people. Careers staif stressed the importance of having clear contacts and i
communications with key people in the departments, whilst academic staff often !

talked of the importance of their relationships with a key member of staff in the “
Careers Service: |

‘In managing the relationship with departments and academic staff, the important i
thing has been trying to keep up a positive dialogue/commumication. Jt's been '||
about dealing with individual staff members, i.e. key link peopie and heads of

department.’ (PROJECT MANAGER)

‘Key issue in managing roles has been the need to keep close contact, e.g. with ]
the graduate school, with research contract staff. In talking to others, you - 'I‘
begin to connect and identify work similar to your own and make connections |
between your work.’ (CAREERS ADVISER) “”

8.10  Some projects experienced difficulties in this respect, however, particularly with J
regard to staffing changes. In one project, an employer representative reported, with |“
regard to changes in the involvement of Careers Service personnel, that:

‘There was lots of enthusiasm from the project team at the beginning, (but) i;“H‘i }
this has waned a lot. XX (careers adviser) was very good - clear communication ‘ ,
and dissemination. If this had continued, then it might have been better. The il
change of project personnel has affected things.’

In a second project, an academic tutor commented: ‘Staff changes in one degree
programme have created a disaffected group of students.’ Similarly, in a third project,
one careers adviser involved in joint tutoring with academic staf reported H‘

‘concerns about not having the involvement of a full-time member of staff from ‘. .
the department. The previous post-holder was more aware of the demands of ‘
the module in terms of resource issues and additional time. This work makes |
greater demands than a part-time contract aliows... This makes things difficult

at times... I've had to provide more input and take more responsibility (than
previously).’

811  This highlights the importance of acknowledging the impact of staff changes upon the
ongoing relationships between academic enthusiasts or ‘link persons’ within

departments-orfaculties as = key factor in the effective management and co-
ordination of such Careers Service/academic partnerships. This is underlined by the
fact that where difficulties in establishing or maintaining a productive working
relationship between the two groups arose, this was often characterised by a lack of
continuity in personnel (*losing contact with one’s link person’). For some projects
this was a significant factor in the breakdown of partnerships between academic and
careers staff, even being identified as a threat to the continuation, embedding or
spreading of CMS developments.

8.12  The Hllumination of such difficulties points to the significance of continued vigilance
in maintaining a variety of approaches-tothenurturing and growth of partnerships T
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between careers and academic staff. This must include an emphasis upon the

maintenance of good relationships with senior managers. Project personnel po:
to the importance of ‘keeping the interest of those senior within the academic

structures of the university in CMS developments after the period of project fu
finishes’. Partnerships between academic and careers practitioners and senior
institutional managers were recognised as an important element in pursuing th
embedding or continuance of project activities. As one empioyer representative

explained: ‘There is a danger that continuance will be seen as a “continuing pilc
not doing it for real.’ '

The increased involvement of careers staff in teaching and learning concerns at
institutional level (which was highlighted throughout the litespan of the project
goes some way towards providing a platform for the effective utilisation of such
partnerships with senjor management and towards the prospect of continued ¢
developments. Management of relationships with senior academic managers wa
therefore just as important a priority for project teams, as they considered contin
strategies, as the management of the partnership at the practitioner level.

Careers Service as ‘Leader’

The location of project leadership within the Careers Service of parﬁcipating hig
education inStitutions, while not the case for all projects, was an important
characteristic of the CMS theme. In some cases, project leadership was located
outside the Careers Service itself, either in a separate unit or more broadly unde
auspices of an academic ‘lead’. The concern here, however, is to address the rol

the Careers Service where it was identified as housing the leadership and
management of the project.

The location of project leadership within the Careers Service rather than other
possible locations was described as having both advantages and disadvantages:

‘The Careers Service is the appropriate place for project leadership because
the skills, expertise and support available within the service. Perceptions of
academic staff that they do not feel that they have the skills, expertise or re
to undertake a leadership role in relation to CMS — this came through at the
steering group meeting, Therefore it seems right that the management and

leadership of the project is in the Careers Service.’ {EMPLOY

‘There is some resentment at the Careers Service getting into curriculum
development and delivery roles. Also, a sense that Careers Service are “emp
building”. Certainly there is a fair bit of cynicism about any initiatives that
come from them ... Some attempt has been made to distinguish between the
module and the project in terms of ownership, but the hegemony is largely
centred within the Careers Service — which can be counter-productive.’

(ACADEMIC TUT

‘The disadvantage of the project leadership being located in the Careers
Service is that we are not seen as “academically rigorous™; we are
Practitioners, not known for our research history or expertise. There has bet
quite a lot of rejection on this basis, as we and CMS need to be seen to be
“academically prestigious”. It has not, however, been a severe disadvantage
because the project is in line with both institutional and Careers Service
missions and goals. Because the project is consonant with these goals it has
worked, because it refiects the direction that we are moving in - this has give
the project more momentum.’ (PROJECT MANAGE
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8.16

8.17

8.18

8.19

These perspectives imply the importance of matching the location of project leadership 1‘
to the institutional context. In most cases this was achieved when decisions were i l
made at the project bidding stage. Generally (though with some exceptions) project
participants selected the most appropriate setting for their projects and employed
staff within this context, in the light of institutional needs, particularly in terms of
maximising opportunities for the achievement of project aims and ambitions. Thus in
some institutions the location of project leadership within the Careers Service was
seen as entirely appropriate, whilst in others it was viewed as inappropriate.

Shifting Locations for Leadership

A number of tensions were raised from some participants where the leadership of a
project shifted during its lifespan or where the influence of the Careers Service as
project leader was perceived to be less than satisfactory:

1want the Careers Service to be involved but... we firmly decided that ... at this
stage ... it wasn't on. There has been a change of emphasis — unavoidably —
therefore in terms of who is doing the leading. The Careers Service are not
leading it any more, so I've got to take it along paths I can handle, I hope that
we can work together in the future ... that the Careers Service will have a role
... Unless we work collectively | don’t think things will change.’

(ACADEMIC TUTOR)

T'm not particularly happy about the status of the academic within the project.
It is too Careers Service-driven, not all that much sense of real partnership,
and I resent this because I've really committed myself a lot to it all ... I'm on
delicate ground here, but I would like to see the project driven less by concerns
for the Careers Service, with more emphasis and significance placed on the
broader academic and personal learning of students.’ (ACADEMIC TUTOR)

Careers staff involved in project management and leadership were mindful of the
need to address issues of their perceived status within their institutions, particularly
where their work required engagement with the mainstream academic concerns of
the curriculum. In the face of such anticipated (and in some cases actual) negative
perceptions, it is a credit to those careers staff responsible for project leadership and
management that they were able to achieve so much: not just by way of project
outcomes for students, but also in terms of the level of involvement of academic staff
which was achieved and the types of partnerships which were productively built.

In this respect, careers staff were able to establish themselves as ‘key players’ within
CMS developments, both within and outside the curriculum. As one project manager
described it, the projects had a ‘catalytic’ role in bringing about changed perceptions
of, and increased understanding about, the potentially useful role which Careers
Services could play in the development of the higher education curriculum and the
various support and guidance systems which were now required.

8.20

Changing Role of Careers Services

What was also significant were the changes in the role of the Careers Service which
emerged during the life of the theme. Whilst many of these cannot be attributed to
project involvement alone, project managers and other participants were keen to
point out that CMS made a strong contribution to processes of internal self-
assessment and development in the role of the Careers Service institutionally. This
changing context for careers staff was referred to extensively by project participants:
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‘The CMS project is seen as one means of moving Careers Service work
forwards, a changing focus, a link with academic concerns and structures.
is part of a landscape of change in this direction.’ (PROJECT MANAG

‘The project is part of the larger context of institutional restructuring, part of
huge wave of change. Currently, Careers Service sits within Student Services,
Discussions anticipated about how student services will be delivered, where,
and when. A range of outcomes from this relating to CMS delivery will be

. ' possible ... No sense yet of which is the right one.’ (ACADEMIC-RELATED STA

l
new and innovative roles were developed and experimented with by careers staff. [%

some cases, this resulted in a re-appraisal of the structure and nature of the Caree;!

Service on a large scale; in others, implementation strategies and roles developed

Ol 1 through CMS work contributed to, or were ‘woven into’, strategic planning aCt]VltIEK

| ‘ where the mission of the service was redefined in a way which was informed by the
i o nature of Careers Service staff involvement in CMS work.

X _ 821 Involvement in project initiatives was acknowledged as an important basis from whil

822  This was highlighted most significantly in some projects by a recognised shift in th
| o work of the Careers Service, in the direction of the curriculum and mainstream
" ' ! academic concerns. This change was described by one member of academic-relate
X ‘ staff as: “The biggest change is that the Careers Service is now talking o people lik:
myself, which didn't happen before.’ Other participants pointed to other aspects of
this shift in the role of the Careers Service:

o ! i ‘Changes from the project have required more collaborative work with
| | departments. This has reduced more traditional Careers Service provision: th
I : individual guidance side has become a smaller part of our work. The project

| has had a role in promoting and driving the Careers Service in the direction of
i _ the curriculum.’ (PROJECT MANAGER

‘ ‘Frankly, the Careers Service have provided good work in offering bolt-on
L advice, both in the final years and at post-graduation. They have not felt the
) | o need to be more intrusive in the curriculum. I'm not trying to knock the
o | Careers Service, but I don't think that before this project they had recognised
" ."1 | P the opportunities for proactive involvement in the curriculum.’
" \ f (ACADEMIC SENIOR MANAGER
|

I | ' ‘There have been changes in the Careers Service resulting from Dearing; also
l‘-i ] insecurity of feeling amongst staff that they could be “swallowed up” by new
\’ o careers advisory companies or area consortia. This gives the motivation to
o ! move more centrally into academic departments. Since I have been here there
I is a much more explicit and developing move towards departments. The time
L is also right for departments to be responsive to new demands placed upon

| 1 e.g. the student as client.’ (CAREERS ADVISER

ST 8.23 _ This changing role of the Careers.Service was described as reflecting a move away
L : from the periphery and more into the ‘centre’ or the ‘heart’ of the institution:

‘The Careers Service is proactive, it likes to be seen as “centre stage” ... It’s

about seeing us as giving careers advice but also providing training and input
-‘i ‘ ' ' to the curriculum. Involvement such as this project have widened the remit of‘
‘,9 1 the Careers Service.’ (CAREERS ADVISER

TN T believe that in the time since the project started, we have moved more
N towards the centre of the institution. What this project has done has enabled
contacts to be made by staff within the institution. We are now seen to be
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connecting much more centrally with the core of the university. It is therefore
essential that we connect with the curriculum ~ it is about delivering the best
for students. It is much more effective to develop work within courses or
departments, than to pursue the Careers Service role as separate.’

(PROJECT MANAGER)

‘Since the beginning of the project the Careers Service has become more
central to development coricerns within the university (e.g. in responding to
Dearing) ... The hierarchy sees the Careers Service as an important central
resource, which is being consulted, involved, and informed of developments

. which connect with its interests and expertise — there is a clear link between
the Careers Service and institutional development priorities. The service is
thus connecting more with teaching and learning issues.’ (CAREERS ADVISER)

8.24  Such changes have implications for the structural position of the Careers Service
within institutions (see also CVCP, 1998). Possibilities include:

(@) The careers service becoming, or existing alongside, a teaching unit focusing on
career management as an academic discipline in which research can be
conducted.

{(b) Restructuring the careers service as an academic service rather than a student
service.

(c) Providing curriculum consultancy and support within the traditional careers-
service model, alongside its information, guidance and placement functions.

Much depends on the existing role and resource level of the Careers Service: this | :

varied considerably between institutions. It is also linked to curriculum resource |
issues: the extent to which the Careers Service should generate income from its i
teaching activities on the same hasis as (and therefore potentially in competition I
with) teaching departments, or be funded for such activities from central resources. !
The income-generation model in principle offers greater growth potential.
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ection 9 CMS Assessment

introduction

9.1 The assessment of skills and competencies raises particular challenges for those
involved in higher education course delivery because it calls for changes to established
assessment practices and an additional focus for the assessment process. This
additional focus concerns the process of learning and the way students learn, as well as
the traditional emphasis on degree course content and the transmission of knowledge.

9.2 The assessment of skills also calls for a shift in assessment practices ~ towards more
course-work assessment, the use of explicit assessment criteria, and clearly
articulated learning outcomes - all of which challenge some commonly expressed
values in many traditional academic programmes.

9.3 This section reviews the experience of the CMS projects in assessing the development
of students’ career management skills as a tangible illustration of the Careers
Service/academic partnership in action. The findings presented here draw
particularly from the four projects which, from the outset, attempted to link the
development of CMS to existing curriculum provision, thereby ensuring a strong
commitment to the assessment process. While all projects encouraged an element of
student ‘self-assessment’ in the process of reviewing skills and competencies, and
many offered feedback to students in this domain, the focus of the section concerns
progress towards formal, tutor-led assessment of student skills.

A Range of Methods

94 In projects which assessed studenis’ career management skills, a range of assessment
methods were employed (see Box 9.1). These included reflective essays and reports,
learning logs and portfolios, group and individual projects, as well as the assessment
of CVs and written examinations. There was one example of assessment of skills by
written examination; in all other cases, assessment was based totally on course work.

Box 9.1: Assessment methods adopted by four projects
Institution A B C D
Reflective essay/report v v v v
Learning log portfolic . v v v
Group/individual project v v v
Group/individual presentation v v

Written examination v

CVs, applications and interviews v v

9.5 The main findings relating to assessment which emerged from the evaluation process
were:

(a) Assessment was largely tutor-led. In some cases, employers contributed informally
to the assessment process or gave feedback directly to students in sessions such
as ‘preparing for interviews’, but they had no direct responsibility for formal
assessment. In the same way, there was little evidence of student peer assessment.
In group projects and presentations, students were often encouraged to give
feedback to fellow students, but this had little direct bearing on formal
assignment of marks or grades. ————
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(b) In the WholeInstitution Projects, characterised by a high volume of assessment
activity, the assessment of work was likely to be shared jointly by careers advisery
and tutors. This was not the case, to the same extent, in the two smaller
Specialist Projects.

(c) Assessment was, by virtue of the nature of the assessment methods adopted,
largely concerned with students’ ability to reflect on and amass evidence for the
development of skills, rather than with the assessment of skill performance per s
Some students were, however, assessed formally on the basis of group or
individual presentations.

(d) There were many instances of modules/programmes attempting to provide a
mixture of both group and individual assessment.

(e) There was a sense, in the context of some programmes, that the assessment of
- - career management skilis was breaking new ground, both in terms of the nature
of the assessment methods being used and also in terms of contributors to the
process (careers advisers, employers).

(f) This sense of innovation was clearly a motivating factor for many of the teaching
staff and careers advisers involved in curriculum delivery. For these careers
advisers there was also a feeling their work had taken centre stage and was seen
to have greater importance. Those careers advisers involved in assessing
students, however, felt unprepared for the experience and were surprised by the
volume of work they were asked to assess.

(@ Inrelation to student feedback on the issue of assessment, two particular
findings emerged. Students in more than one institution had difficulty with
assessment methods which involved personal reflection and appraisal, such as
learning logs and portfolios, because they had not encountered them before, As
one postgraduate student commented: ‘It all seemed too complex to begin with.
I had never used anything like a learning log before. [ was unsutre what they
wanted from us. However, it all became clearer fairly soon, once you started
actually using it.’ Some students were also concerned about the issue of privacy
in completing self-appraisal materials, which were to be assessed by tutors.
They were reluctant to divulge their values and beliefs to their lecturers. The
Involvement of careers advisers in supporting and assessing the process had,
however, ameliorated this problem.

Relationship between Assessment and Delivery
Strategy

Of the four projects which had made considerable progress in the assessment of
career management skills, two could be seen to be adopting what we have described
as an integrated approach to curriculum development, while two followed a moduiar
approach. Thus some assessments focus directly on the skills developed within a
particular module; in other cases, there was a recognition that the assessment
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covered skills that might bé developed in various parts of a course. There was no
obvious evidence to suggest that the extra-curricular delivery model might not lend
itself to the processes of assessment and accreditation, but in terms of CMS project
delivery, this had not been attempted.

Many of the issues concerned with the assessment of skills were common to both the
integrated and modular delivery strategies: these are summarised later. Both
strategies resulted in partnership delivery between careers advisers and teaching
staff, and joint involvement in assessment. In both, the use of different assessment
methods and practices was the subject of negotiation at departmental or validation
committee-level:-In-addition, the-skills-which were the subject of tutorJded formal
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assessment showed a broad degree of similarity in the four Projects concerned. Some
of the skills which provided the focus of assessment are listed in Box 9.2, which
Provides an overview of the directly assessed skills.

Box 9.2: skills which are the focus of direct tutor-led assessment
in four institutions
A. Modular B. Integrated C. Modular D. Modular
Self-apprajsal, Information search Report writing Self-appraisal,
\ reflection and Self-appraisal, Making reflection and

analysis reflection and presentations analysis
Essay/report writing analysis Self-appraisal, Skills jdentification
Team working Decision-making reflection and Essay writing
Making Team working analysis

presentations Essay/report writing © Team working
Mounting an Applications/ Formulating

exhibition CV writing proposals

Applications/
CV wiriting

9.8 One important question for the future is whether it is possible to design assessed
projects and assignments which develop a broader range of career management skilis
than is presently being attempted. Certainly, there are issues to do with the possible
distinctiveness of CMS (i.e. in relation to other skills vocabularies, such as key skills,
core skills, etc.). Which skill set is a sub-set of which is a question which, as Section 1
suggested, needs clarification.

9.9 Other issues worthy of mention here concern how far CMS skills and their assessment
‘complement’ or ‘consolidate’ other skills - which relates to the discussion in Section 4
regarding the ‘caught’ rather than ‘taught’ nature of the integrated model. Some

9.10 A further issue is the risk that assessment may lead to more attention being paid to

9.11 it may also be worth analysing the skills identified in Box 9.2 in terms of how far they
reflect skills which have a ‘lifelong learning’ element/aspect to them, which one might
consider to be a distinctive element of CMS. How far are they recognised as skills
which can be applied in the context of lifelong and changing/flexible career paths?
How far are they the kind of skills which might be assessed in the future (for students .
as employees), e.g. at the rgcxu,itmem/s.election,,stage:in—fterms---of-1—ong-term';"*'"
development and job changes?




9.12 According to the evaluation findings, one factor which was both a positive and

i . found in those programmes which involved employer-based work-experience

i . placements. Here, the development of CMS was linked to the process of briefing an
|i‘ ‘ debriefing students pre- and post-placement. By contrast, degree programmes with

i ' traditionaily academic orientation, such as humanities and language courses, prove

initially resistant to the introduction of skill assessment.

o . 9.13  Asecond factor Supporting the assessment of CMS was existing approaches to assessme
Ii_f' | The integration of CMS modules and the assessment of skills were relatively easily
| ‘ accomplished in degree programmes in which the pattern of assessment was
‘ weighted in favour of continuous assessment. Similarly, where there was an existing
L commitment on the part of teaching staff to the use of learning logs and other ways
n | s of reviewing experience and recording achievement, the task of adoptingﬂ these
A . approaches for the assessment of career management skills was more easily achieve

9.14 A third factor was the commitment of project staff and stakeholders. Staff from Career:

o . 9.15  Afourth factor was the atfitudes of students, There was a widely-held view that student:

subject to assessment. The use of assessment was therefore seen as an important
motivating factor. As one academic co-ordinator commented: ‘Students do like some
form of assessment for the effort they put in.’

9.16  There were also pointers in the evaluation data to the processes which enabled the
€asy integration of skill development into courses and the subsequent assessment of

these skilis, These included:
Pyl  (a) making explicit the precise skills which students were expected to develop;

(b providing feedback to students in order to help them improve their future
performance;

() setting clearly defined assessment criteria;
(d) selecting assessment methods which were appropriate to the task;

(&) devising course-work assignments which were seen to relate to the wider aims
and content of a particular degree Drogramme;

(0 using a variety of assessment methods to assess the same or different skills;
@ involving employers in the assessment and feedback process.

Factors Inhibiting Progress towards CIVIS Assessment

9.17  During the course of the evaluation, a number of factors emerged which appeared to
hinder the process of assessing career management skills, The most obvious issue
facing projects which set out to integrate CMS components with the HE curriculum
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required project staff to meet the concerns from fellow academics about the
‘intellectual integrity’ of CMS modules or the relationship between skills assessment
and eventual degree classification, According to one careers adviser, there was a

seen as a hindrance to skills and competency assessment. In one institution, the CMS
module (Module B in Section 3) was required to have 70% of assessment based on

Problematic because other programme modules would need to be more formally and
summatively assessed in order to achieve a ‘balance’ of assessment methods across
the course programme as a whole.,

of skills. One member of teaching staff referred to the ‘insufficient objectivity’ in
inviting students to complete learning logs on the basis of self-determined evidence
for the development of skills. Academic staff were, it seemed, wary of Incorporating
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assessment criteria, there was often evidence of a tension between competency-based
assessment and the apparent objectivity of conventional knowledge-based assessment.

career management skills modules, two areas of difficulty emerged. Firstly, because
of their lack of experience in this activity, careers advisers found that the process of
assessment was absorbing more of their time than was initially anticipated. They were

structures and procedures inherent in the academic systems of assessment, which
some percetved to mitigate against this, e.g. insistence on particular percentages of
students within particular grade bands, or issues relating to what a “first’ in CMS might
comprise. Secondly, there was an ethical issue, related to role conflict. Many higher
eduQa,tion_careers-adm'sers—share‘d*a*ct)'rﬁﬁ‘fdﬁl'ih"é]a view that to assess students
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compromised their otherwise ‘non-judgemental’ stance in guiding and counselling
students.

A final inhibiting factor wag the experience of externai examiners. In at least two of the
CMS projects, there was a concern that external €xaminers, viewing degree programmes
from a largely disciplinary perspective, were unaware of the importance of career
management skills and of the assessment methods required for their assessment.
This was understandable, given the new ground being covered by the CMS projects.




Section 10

10.1

10.2

10.3

10.4

For the Future: Success Factors,
Challenges and Key Issues

Introduction
This concluding section, in looking to the future, identifies:

(8) factors associated with project success;
(b) arange of key issues for consideration in future development.

Some of these might be characterised as being of a general nature, though with an
impact upon the theme; others are specific to the CMS context.

Factors Supporting Success

Four benefits to departments or to institutions generally that project activity was
helptul in addressing, or sharpening the need to address, were consistently
mentioned by participants:

() graduate employment (‘the department hasn’t had a particularly good record...”):

(b) the growing influence of Teaching Quality Assessments in institutions, with CMS
often being seen as assisting in responding to TQA expectations (‘appealing to
me because I'm the faculty TQA co-ordinator”), and the TQA system being used
as a lever for the project (though cf. para.10.11);

() marketing (‘a positive indication to potential students that the universities are
serious in their commitment to offer excellent academic courses with the added
value of integrated careers education focused on key skills and employability");

(d) employer links (‘useful in maintaining and extending various links with
employers ... recruitment, work €xperience, project work, sponsorship...".

Alongside these, national factors which can be seen as supportive of the CMS theme
intentions included in particular:

(a) the increasing national policy attention to student guidance matters, as
exemplified by guidance notes produced by both HEFCE and HEQC;

(b) the significance of the use of destination statistics in league tables and, indeed,
of their possible importance in the future funding methodology:

(¢) the continuing debate concerning the notion of ‘graduateness’;

(d) the impact in many, if not all, institutions of the Dearing Report (NCIHE, 1997,
not least in relation to the development of key/employability skills (see also
CVCP, 1998).

A number of local factors appeared to have supported success within the projects.

One was prior involverment in Projects or institutional initiatives related to careers
education or to learning and teaching more generally - particularly prior involvement
in EHE. This was the case barticularly where the Careers Service and/or the specific
project team had experience of managing EHE or related projects. A further factor
was the concurrent engagement of project personnel in cross-institution concerns
beyond those to do with careers, often embracing direct access to SE€Nnior managers
on a range of matters such as involvement in teaching and learning support units,
academic affairs management teams, and quality assurance committees. Equaily,
linkage with current, related initiatives within the institution was sometimes useful,
including initiatives such as understanding graduate.skills, -enhancing-the-quality of
work placements, developing leadership skills, and development of personal skills.
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A further local factor supporting success was ‘academic empathy’ within the Caree
Service, with methods of delivery cast very explicitly and transparently in the contx
and culture of the department or discipline. This was variously expressed as being
responsive to staff reaction, ‘learning each other’s language’, and ‘keeping pace’ wit
the department. Linked with this was the importance of the projects in
demonstrating to other parts of the institution the potential of involving Careers
Service staff in curriculum development, a recognition which had implications for
internal staff dissemination.

Crucially, in many cases CMS work did not take a ‘simple’ employability approach,
but was linked with broader skills and learning development agendas. In re-framing
the activity, from a focus on broadly-stated objectives concerned with career
awareness, to a focus on the explicit development of student skills for managing the;
careers, Careers Services were able to build on the increasingly widely accepted vies
that the higher education curriculum has a role in developing students’ personal
skills. From the perspective of many teaching staff involved in the brojects, enabling
students to develop the skills for career survival was seen as complementary to the

work already being developed to help students develop the skills to become effective
learners.

In a number of institutions, project activity benefited from bottom-up pressure from
those students who appeared to be more aware than others that there was no job fox
life and who also had positive attitudes to the notion of ‘career’ and to industry and
commerce. The extent of this student pressure was sometimes related to the stage at
which student involvement in project activity occurred. Thus final-year and
postgraduate students, together with those in the second semester of the second
year, were generally the most enthusiastic. Often, though by no means always, first-
year students and those in the first semester of the second year showed less interest
because they could not prioritise, or see the immediate need for, study related to
career, given its distance from their entry into the job market.

Local success was strongly influenced by support from senior Imanagement,
evidenced not only in statements about mission, but also through implementation.
Institutional managers were generally supportive of the CMS initiative as partof a
broader profile of development activities, recognising its links to external demands
and internal needs. In the majority of projects, CMS was seen as one of a portiolio of
activities which emphasised graduate employability. In one Specialist Project, a
survey amongst graduates had a major impact in promoting support from senior
managers. In a second, the significance of published league tables indicating levels of
graduate employment was seen as increasingly significant. It is important to
recognise that significant factors for Institutional managers included not only external
pressures (the outcomes of the Dearing Inquiry and the subsequent government
response, plus HEFCE subject and programme reviews) but also internal ‘drivers’
such as student demand and alignment with institutional mission.

..10,9__I-nstit-utieﬂ'aj—manager‘s“r'ép“drté‘dTchff for the aims and achievements of the CMS

initiative in principle, but alsg indicated that pressures on resources presented a

In a range of projects, changes in organisational and reporting structures either
accompanied the work or emerged from it. These were approved or sanctioned by
institutional managers, and generally reflected the move of the work of the Careers

_._Service beyond the traditional individual advisory role and towards the mainstream
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10.11

10.12

10.13

10.14

of the academic provision of the institution (for example, by the establishment of new
committee structures).

The stance of senior managers on CMS was strongly influenced by how they saw CMS
relating to external expectations and imperatives. This raises the matter of the
impact of institutional agendas and national ‘forces’ aifecting HE. Some factors
seemed, by and large, to have oriented senior managers to be increasingly positive
about CMS concerns. Other factors, though, appeared to impact differentially on
senior managers in how they responded to CMS. One example was Teaching Quality
Assessment. Thus, while some people saw aspects of the skills development element
of CMS as impacting positively on teaching and learning throughout a student’s
degree, others viewed the TQA exercise as calling for the ‘protection’ of subjects and
a greater push on single honours degrees.

Certainly, there were differential responses to, or levels of interest in, the CMS work
by senior managers. These can be categorised as follows:

(a) Lukewarm. Here a certain degree of 'lip service’ was paid by senior managers for
whom the project and its concerns were far from being a priority but were
nonetheless a welcome addition to the institution’s portfolio - representing, as it
did, enhanced visibility and a measure of success (in bidding for external funds).

() Highly positive. Here we see not just career-related concerns signalled in
Institutional missions and strategic objectives, but a long-standing involvement
in activity on a broad front. Institutions had invested time and resources, and
mission statements about careers education were taken seriously and implemented.

(¢) In transition. These institutions had until recently been lukewarm at best, but
there were signs that they might be moving towards the highly positive
category. The shift seemed to be particularly associated with a fundamental
change in emphasis coming from ‘the top’, often linked to the recent arrival of
new senjor figures.

Overall (and importantly from an institutional perspective) student feedback suggested
that many of the benefits associated with CMS could be seen to address the sorts of
key learning entitlements associated with careers education and guidance:

(2) Help in clarifying their skills, abilities and interests and linking these to learning
goals.

(b) Help in understanding the range of occupational opportunities available.

(¢) Help in relating personal learning goals to occupational goals and opportunities,

(d) Help in learning how to choose between alternative career goals.

(&) Help in planning and executing a strategy to achieve career goals.

A further factor supporting success was being viewed as contributing to other
institutional agendas. The existence of other institutional agendas complementary to

and ql1pporiiv&ofihe_prejeet—i—nvariably—benefitedpro]‘é'ct*arcﬁ'vity.‘li‘ orexample, in
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one institution where the development of open learning was a priority and where the
CMS project centred around the development of an open learning module, a senior
manager remarked on how he welcomed the project because it offered an
opportunity to test out the provision of learning opportunities through the medium of
distance materials. In another institution, the project was welcomed because it was
seen to tie in with its CALIT strategy.

Projects benefited from a focus at an early stage upon continuation beyond the end of
the project. Several projects, especially the Whole-Institution Projects, paid considerable
attention to this issue. Clearly, questions to do with how-CMS-activity could continue-
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to be resourced (especially if such activity expands) were fundamental to the
Al L thinking, but so too were educational agendas. Major considerations included:

o . (&) The staff development imperative, discussed later.

[ (b) Facilitating embedding and sustainability by securing academic credit for CMS
I provision.

i (¢c) The advisability of CMS personnel continuing, or beginning, to engage in working
‘ , ; groups, committees etc. that had more general or overarching briefs, e.g. to do
1 ‘ ] with teaching and learning practice and policy.

|  ! oo (d) The need for CMS activity to be as integrated as far as possible with related

| initiatives within the institution.

il (e) The need to ‘publicise’, and enable others to recognise, the linkages between
CMS activity and national agendas that were being prioritised within the
institution — TQA, lifelong learning, etc.

(f) Linked to this, the importance of finding ‘champions’, especially those who were
key change agents and/or resource-holders. Here, of course, an invaluable ‘key’
was to gain support from the most senior management personnel.

() Repositioning the place and/or role of the Careers Service. In one institution, for
example, discussions were under way to establish the Careers Service as an
academic service — which would reinforce its already changing role and
stimulate clarification of its key activities. An example from another institution is
outlined in Box 10.1 (see also para.8.24).

Box 10.1: Possible strategies for repositioning the Careers Service
in one institution

In this institution, a number of possible ways forward were advanced:

® Devolution to the departments. Modules would become the responsibility of the
department and be taught by members of academic staff. The Careers Service would
be involved as consultants and would deliver some sessions.

® Additional staff resources to the Careers Service, to allow it to continue to design,
prepare, organise and deliver the current modules. This might be an attractive short-
term solution but would lead to immediate resource problems when more
departments wanted to become involved.

¥ A service-teaching model. Careers Service involvement could be regarded as service
teaching and therefore departments could be charged a fee based on existing
* teaching model formulas. This would be a growth model, because expansion of the
programme would automatically bring resources into the Careers Service.

" Additional resources from the centre. The necessary Careers Service resources could be
generated from the centre, rather than from individual departments.

10.16 Another success factor was curriculum accessibility. It is not possible to generalise
—about-the impact-of-moedularisation-en CMS-type initiatives, particularly those
involving a module delivery strategy. In some institutions, modularity was seen as
supportive of the need to develop the sorts of transferable skills that would help
students ‘get through’ a system involving a wide range of choice; in others,
modularity was seen as an obstacle to the successful implementation of CMS. Much
depended on how genuinely flexible and student-centred the modular system was. In
one of the project institutions, which seemed to have a more open and flexible
modular system than most, a more integrated approach to academic counselling and
careers guidance had been developed. This appeared to lead to the offering of more
impartial advice than was sometimes encountered.
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A iinal factor supporting success was strong employer involvement, As noted in
Section 6, the CMS theme was generally characterised by a good level and range of
employer involvement. This was especially useful in raising the profile of projects
with various groups within institutions: senior managers, departments and students.
It was particularly effective when it incorporated an active presence on project
steering groups, an input at the project planning stage and to course design, direct
contributions to the production of course materials, and participation in teaching
sessions and in the formal assessment of students.

Factors Inhibiting Success

Conversely, a number of factors would appear to have inhibited success within the
CMS projects. Unsurprisingly, some of these represent the reverse of those
influencing successful outcomes.

One was competing institutional agendas, which in places impaired broject take-up
and progress. The most commonly cited of these was the research imperative, which
at times - for some institutions and some departments more than for others —
seemed to be set against the student teaching and learning experience.

Another was budgetary devolution and the creation of internal cost centres.
Depending on how exactly it was Implemented, budgetary devolution and the
Creation of internal cost centres could cause problems for central service units and
departments alike. For example, there could be less topslicing of faculty or department
funds, which could mean less money going automatically to central services such as
the Careers Service or to units supporting teaching and learning. Where departments
were grouped as cost-centres, this could mean less autonomy for individual department
heads in terms of being able to decide to allocate resources to such initiatives as
CMS. There was also the likelihood that, in respect of modules run or partly run by
people outside the cost-centre’s own staff, developments such as CMS$ might be
blocked out or not get off the ground because of the transfer of funds involved.

More generally, the general squeeze on funding could constrain CMS and related
developments, and in places did constrain them by way of direct funding cuts. It
could also help to account for the reluctance on the part of many academic staff to
take on board yet another initiative, faced as they were with escalating student-staff
ratios. In certain circumstances, the funding squeeze could prompt staff to undertake
new initiatives as one possible solution to the problem. There were examples of this:
for example, through exploring more independent or open-access learning modes,
and through working towards a stronger Careers Service curriculum role partly
because of the increasing difficulty in sustaining the one-to-one guidance model.

Another factor inhibiting success was limited employer impact. Concerns were
expressed at times about the employer dimension. These included a view that some
employers did not fully understand the issues surrounding CMS; that it was difficult

10.23

to-bring SMEs-on-board; that there was an imbalance between private- and public-
sector representation and involvement; that even though major employers might be
involved in project activity, many of them continued to target only the older
universities when it came to recruitment; and that employers were happier to involve
themselves with vocationally oriented courses than with others,

A final inhibiting factor was inflexibility within modular systems. In such cases, CMS
modules could represent competition for credit space. In addition, departments or
degree schemes could employ degree regulations, income ring-fencing and partial
advice to make it difficult for students to make choices outside their departments or .
subject areas. e T o
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Key Issues for Future Development

The CMS projects identified a number of issues which at present can only be raise
as a stimulus for further exploration. Each of these emerged from the experiences
project teams — in their management of CMS - and from other project participants,
The quotations which are included in relation to each are used to illustrate some ¢
the more significant concerns. Some of these are specific to the CMS theme; other:
are specific illustrations of broader issues.

One was demands on Careers Service staff. All forms of curriculum-related
relationships across the projects demanded heavy involvement of such staff. There
were tensions here to do with relationships between the Careers Service and
departmental staff, including that regarding the balance of study within the moduls
curriculum. There were also tensions to do with the perceptions some people held
about Careers Service ‘project hegemony’ and even ‘empire building’ (see Section §

The focus here, though, is the demands made on Careers Service staff in terms of
time and skills.

Careers Service staff time commitment in module construction, validation, delivery
and assessment was considerable. In addition, the shift of role involved in maoving
some extent away from a careers guidance model towards a careers education moc
placed a burden on mziny Careers Service staff. This was to be expected given the
projects’ brief, and in the case of the projects was resourced, to some degree at lea
by DIEE funding. The question that arises, however, is: if the CMS initiative is
successful, for example, in the sense of engaging more and more departments and
students, how can Careers Service staff respond? Some options may be:

(a) Developing roles and provision within the Careers Service as a ‘flexible service
provider”

‘Because the delivery strategy has to be responsive to requests from other
interested departments, this requires more flexibility in the longer term.
Departments are in contact constantly about issues relating to CMS ... We are
faced with trying to respond to varying levels of interest in a more flexible way
(e.g. developing integrated and extra-curricular models of delivery alongside
modular model).’ (PROJECT MANAGER

‘Overall CMS developments are making available a range of resources to staff
and students, “a multi-access point career management system”, thereby
enabling them to make more effective use of the limited Careers Service
resource that is available on campus.’ (ACADEMIC-RELATED STAFF,

(b) Embedding provision within the curriculum (and the management of the role o
the Careers Service in undertaking this):

‘The route for development from the start was not seen in terms of strengthening
the Careers Service buf rather in embedding CMS in the curriculum. We are

working towards the “embedding into departments” end of the continuum.’
(ACADEMIC-RELATED STAFF)

{c) Disseminating curricular and extra-curricular materials/developments to
celebrate achievements and to encourage their use by others:

‘Careers Service expertise in the project has been an advantage in getting it
started... But now we are thinking of the future in terms of a *broader
ownership” within the institution. We need to consider spreading and
embedding; otherwise there is a danger that CMS developments will be
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considered as Careers Service toys, kept in a Careers Service box, rather than
being utilised more widely.’ (PROJECT MANAGER)

(d) Devolving ownership of developments, working with academic staff {e.g.in
departments and faculties):

‘The Careers Service is aware that we haven’t been pushing CMS to other
departments — because we can’t meet the demand — but we will address this as
part of our continuance strategy. We need to move much more in the direction
of working with departments as more staff come on board. Post-project, we
need different things for different departments ... trying to develop tailor-made
provision,’ (CAREERS ADVISER)

10.27 Other major issues to be confronted include:

() Dealing with an expansion in academic interest and demand for Careers Service
support/involvement and with resourcing issues in the light of student ‘take-up’
or expansion of student numbers:

‘At the moment it is just me lecturing. It is difficult: we could do with another
tutor. We need support from the Careers Service. In terms of spreading out
within the institution there is the issue of expansion of student numbers.
There are clearly staifing issues associated with this, related to delivery.’
(ACADEMIC TUTOR)

‘The real challenge is trying to embed CMS: to offer it to everyone, moving
from the pilot stage to institutional acceptance. We will need to guestion how
we manage this process if many students decide to take it up - this will need
managing.’ (ACADEMIC TUTOR)

' “To carry the project forward there are resourcing issues — in order to fund
continued work in departments. Money is needed to cover staffing !
appointments.’ (PROJECT MANAGFR)

(b) Conversely, getting beyond the core of ‘enthusiasts’ amongst academic staff also !
remains an issue: Pl

‘There are still some corners where staff do not see this (CMS) as important;
there is a terrifying level of complacency amongst some staff as well as
students.’ (ACADEMIC TUTOR)

‘There is a continuing role (for project staff) in “selling” the project, maintaining :
and extending interest in departments. It is about “selling and enthusing
others” -~ how the project manages this for continuance wili be important.’

(EMPLOYER)

(c) Effectively utilising student feedback and evaluation within CMS developments, |
recognising the potential of students as change agents:

‘Staff always say “let us know what you think™: this is good. This module has
been far more flexible and more tailored to our needs than other course
elements. It is the only unit where you have a feeling that you have “a bit of a
say” in what happens. This is reflected in the lecturing style - it’s far more
interactive and personal. You are treated less like a student and more like an
individual.’ (STUDENT)

(d) Maintaining and extending relationships with, and the involvement of, employers
(and particularly SMEs where required):




A ‘Employer role in CMS$ delivery has been important in terms of what they bring

; : from the students’ perspective - they meet student needs. Students feel very

bl positive about the insights provided into workplace and employment contexts.

There is a need for a continuing relationship — we have invited many

employers back, things are working better and we are improving courses as a
-result. Different levels of partnership need to be utilised in different ways

| according to module or department needs.’ (CAREERS ADVISER)

. . (&) Managing continuance through partnerships (between careers staff, academic
‘| - staff, senior managers and employers):

i ‘When project funding ends ... more of a joint partnership approach between

;'|l | Careers Service and the departments would be the preferred option for the
I future.’ (CAREERS ADVISER)
o

o ‘Collaboration provides “a rich vein which needs tapping”. It is a two-way
relationship between employers and HE ... It's about emphasising the benefits
of relationships between two communities.’ {(EMPLOYER)

(§ Dealing with support and staff development issues for both careers staff and
academic staff (including the management of role ambiguity, overload-and the
re-negotiation of roles and responsibilities):

‘Curriculum development is needed to affect more than individual students,
and this requires staff development. So that staff development is both
supportive and prompting.’ (ACADEMIC-RELATED STAFF)

10.28 If one way forward - whether for pragmatic, educational or philosophical reasons — is
via greater academic staff involvement in the devising and/or delivery and assessment
of CMS, then there is a major staff development and support issue to be faced.
Indeed, in a number of the projects, development of academic staff was a central
theme. How best to approach this will probably vary from institution to institution,
depending on their circumstances, structures and staff development policies. What
might need to be “provided’ will also vary, sometimes for groups of staff and
sometimes even for individuals. A ‘menu’ might include;

(2) Awareness-raising sessions on, for example, the changing teaching role of staff in
universities and on how CMS relate to both employability and broader learning

agendas — the latter including connections with Teaching Quality Assessment
issues.

: (b) Workshops and learning packs to do with, for example, different learning styles,
} managing small group learning, etc.

{c) Workshops and learning packs organised around various skill foci.

(d) Workshops and packs with a focus on assessment of CMS.

(e) Anf.:mail_hoi‘:lineAtuom‘c@nsul—tants’—whotanfprovide advice on problems/issues.

(f) A collection of write-ups by staff and students who have already experienced
CMS modules as teachers and learners.
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