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Introduction

This research consisted of individual interviews and focus groups and was focused on staff development issues raised in a programme designed by the Universities of Brighton, Sussex and Chichester, in partnership with Sussex Police. The programme develops 300 new police officers each year through a Foundation certificate (Foundation Certificate in Policing in Partnership with Communities) delivered on three sites (in two universities) with four intakes each year.

This is a complex higher education (HE) programme, made even more complicated by the need to develop 18 experienced police trainers from their FE/NVQ professional standards to become student-centred associate lecturers, able to deliver a higher education (HE) learning experience through a blended learning approach. 

Developing HE-ness

HE in the UK has expanded in recent years to develop and accommodate a wide range of non-traditional provision. This expansion extends opportunities to study at HE level to many more people. In order to widen participation, universities have sought to enable people to study without requiring them to attend conventional university provision. 
This has been achieved in a number of ways that have provided greater flexibility in geographical access and have overcome some of the issues that present barriers to wider involvement in HE in the UK. One of the key ways in which universities and colleges have succeeded in offering wider opportunities has been through the development of partnerships which enable HE to be made available in locations other than a university campus and in situations where provision had not previously been easily available.

An essential aspect of this partnership between HE and the police was that the existing police trainers would become the tutors for the new partnership programme, able to teach and assess in ways that would support learners to achieve National Qualifications Framework (NQF) level 4 and level 5. 

Accommodating the formal requirements of academic and professional frameworks

This partnership between HE and the police was designed to deliver initial police training and development. It had, therefore, to support students to achieve the standards of performance required to become a police officer alongside achieving the academic standards required for a Foundation certificate. To achieve the National Occupational Standards for policing, students had to develop and apply knowledge, skills and understanding in the real workplace of a police officer, as simulation was not admissible. Therefore the programme was designed to include a substantial amount of workplace experience alongside the campus-based learning. 

The team of former police trainers were very confident about how to support learners to achieve the police occupational standards, but very nervous about supporting learners to achieve HE standards – many of the team were not themselves graduates. This was in itself a potential problem, because the Quality Assurance Agency (QAA) code of practice places responsibility for staff development in collaborative programmes on the HE institution:
“The awarding institution should be able to satisfy itself that staff engaged in delivering or supporting a collaborative programme are appropriately qualified for their role, and that a partner organisation has effective measures to monitor and assure the proficiency of such staff” (QAA, 2004)
The phrase ‘properly qualified staff’ is used in the discussion following this quote. This raises the issue of what ‘properly qualified’ might mean for a course intended to achieve both employment and HE standards. 
These two dimensions are often addressed in professional programmes (in nursing, for example) by expecting staff to spend a number of days each year updating themselves in the workplace in their professional role, alongside the expectation that they will gain a qualification in teaching in HE. We used this model for the police partnership programme and insisted that all the teaching team worked towards achieving at least a first degree and that they all also spent a number of days each year on regular policing duties. 
In addition to these programmes of study, the University of Brighton’s Centre for Learning and Teaching (CLT) set up a series of training days focusing on assessment in HE. These sessions provided a forum in which the module assignments were developed alongside assessment criteria, and in which the tutors compared their interpretation of assessment and their judgments about grading. 
A system was developed whereby assignments were double-marked by staff on the same campus and then the module leader sampled the assignments to compare marking across all campuses. Two ‘staff tutors’ were appointed from the university academic staff to provide personal support and guidance, observation of teaching sessions, and feedback. Their roles rapidly increased to include monitoring assignment marking before exam boards. 
The professional requirements were met through three police development units that covered the geographic spread of the county. Student officers were posted to one geographic location where they were supervised by a team of inspectors, sergeants and tutor constables. Each tutor constable worked one-to-one with a student officer and was able to choose which calls to respond to with their student, gradually exposing students to wider ranges of work as their competence and confidence increased. 
This team had considerable experience of assessing competence against the national standards as it had been a part of the previous training approach. The only difference necessary for this programme was that the periods of placement alternated with periods of campus-based study and, once the full four cohorts each year were running, these development units had to work within this timetable rather than the previous (much longer) periods of placement. Record keeping was similar, although some additional recording was developed to enable the achievement of occupational standards to be accommodated in the foundation degree credit scheme.

Accommodating learning in the classroom, ‘on the job’ and e-learning

The campus-based learning was delivered in groups of 20 using workshop and group-style learning with an occasional lecture. Each cohort had approximately six weeks of campus-based learning followed by six weeks in the workplace, through a 43-week long programme, after which successful participants were appointed as independent patrol police officers, and had completed a Foundation certificate and half the level 5 credits required for a Foundation degree. 

The programme was designed to take learners through staged progression, using the campus-based sessions as an introduction to the role, including knowledge, skills, attitudes and discussion to develop wider understanding alongside development of study and research skills. The following block of workplace experience focused on application of the theoretical work and reflection on the experience and any issues that arose. The students were closely supervised in the workplace and the reflective accounts were used as the basis of supervisory meetings and also contributed to accreditation. Some staff development time was needed to prepare workplace supervisors for this enhanced role which built on their previous approach and required them to be aware of the phased approach linking theoretical and applied learning. 

A further element was introduced with the development of some e-learning elements. The primary purpose of this was to provide an alternative, flexible resource that would enable students to study modules at a time and place different to those of the previous  cohorts. It soon became evident, however, that the campus-based staff team were uncomfortable with any teaching approach that was not face-to-face. Much of the staff development time was focused on how to support students to study more independently and to prepare assignments that increasingly required research skills. 

The tutors appreciated the value of more independent learning but a number of constraints were identified. These included:

· tutors feeling that they were not doing their jobs properly if they were not working face-to-face with students

· the police culture emphasis on accounting for hours worked in a specific location and the perception that the library was not the equivalent of a classroom

· fear of students not using their time effectively unless they were supervised

· concern that the research may take students into unfamiliar territory that would leave the tutors feeling less confident

· tutors’ varied experience and confidence with research

· tutors’ lack of technical ability in e-learning.

Staff development was necessary to address all these issues.

Nurturing independent career-long learning

As trainers, an experiential learning approach was familiar and welcome as it was already used confidently in their training sessions. They were also familiar with the idea of learning journals, although these were rarely used. We developed a template to help the learner to structure written learning accounts that helped them to move through stages of reflective learning; this proved very useful both in the learning process and in assessment. 
The template for an account of reflective learning can be used to report on any incident, requiring the learner to describe the incident and then to write paragraphs about how they had interpreted it, what decisions they made, what actions they planned and took and what resulted from those actions. The final section requires the learner to state what they learnt from the results of their actions and what, if anything, they would do differently if they found themselves in a similar situation again. 
These reflective accounts provided the basis for professional discussions about personal development (which were also recorded as audio files) and were used as evidence to support accreditation from assessment of occupational standards. Developmental action planning linked well with this reflective practice approach and was appreciated in the police culture, as it was based on the collection and use of evidence to inform judgment.
A model that shaped our thinking through the whole programme design helped us to plan for the development of confident learners who would be increasingly able to manage their own learning and so be well prepared to continue to manage their own professional development throughout their careers. A diagram was drawn with the programme represented by a tall rectangle. This was divided into 43 horizontal lines, representing the weeks of the programme. From the top right corner of the rectangle a line was drawn down to the bottom left corner. The section that contained the first week and reduced amounts of each following week represented the amount of teaching that would be planned – effectively setting out a pathway for increasingly learner-led weeks as the end of the course was reached. 
The experiential learning approach was built in by scheduling five or six weeks as blocks of alternate campus-based learning and placement-based learning, enabling concepts and techniques to be introduced in the classroom but quickly experienced and applied in the practical setting. Although the work setting is real and cannot be predicted, these tutors are able to select areas of work that are most likely to enable the student officer to carry out the range of activities scheduled for their stage of development. Many students found this approach to personal development a revelation and appreciated that it provides a foundation for career-long development. 

Learning and teaching issues raised in this collaboration

There are always implications for developers in HE when establishing a foundation degree because any partnership brings the need to negotiate and accommodate priorities other than HE ones. In this collaboration the Sussex Police priority was to refocus from the previous national training approach to develop police officers capable of working effectively in contemporary local communities. 
For the HE partners, a number of issues have been raised in developing a programme in partnership with an organisation that has a well-established tradition of skills-based practical training. These issues include:
· aligning HE frameworks with National Occupational Standards

· complying with HE and Home Office quality assurance requirements

· developing staff from ‘trainer’ to ‘HE lecturer’

· designing an HE learning experience that includes work-based development and assessment of practice alongside wide community involvement

· ensuring that students have a similar experience on each of the HE campuses

· developing students in communities where they increasingly gain law-enforcement powers

· use of an educational programme to contribute to culture change within the police to accommodate the changing needs and expectations of society

In some ways, these issues are no different from those faced by developers of other public service programmes, particularly those for doctors, nurses and social workers. For the partner universities there are also questions to consider about the role of universities as local communities involved in policing and in the emerging discourse about the future of policing. 
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