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Abstract

This research explores aspects affecting the management of tutorial provision in post- 

compulsory education. The inquiry has been designed to inductively explore tutorial 

provision using grounded theory methodology. The research participants were either 

students or tutors in post-compulsory education, as they were in a position to contribute 

their personal experiences and perceptions in relation to the research phenomena.

Three aspects of tutorial provision were explored during this study. Firstly, the nature 

and purpose of tutorial provision was explored to ascertain the participants’ perceptions 

of tutorial needs and expectations. The rationale for this was to address the low profile 

tutorial provision suffers at national and institutional levels across the sector, and 

because the confusing range of definitions imply a need for the objectives of tutorial 

provision to be more clearly articulated. Secondly, the personal tutoring role was 

explored in order to understand what students’ and tutors’ perceived the key aspects of 

the role to be, and to understand the value placed upon it by the students, the tutors 

and the institution. The rationale behind this aspect was to address the lack of 

confidence and commitment many tutors demonstrate when undertaking the role, due 

in part, to arbitrary recruitment and insufficient personal tutor training. Finally, a third 

aspect emerged during the inductive inquiry, which led to the exploration of feelings 

and emotions at play within the tutoring relationship.

From this research, three contributions to knowledge have emerged. Firstly, a 

‘Heuristic Framework for Tutorial Provision’ contributes to clarifying the nature and 

purpose of tutorial provision, whilst acknowledging its complexity and the need for 

flexible and differentiated provision. Secondly, an ‘Archetype of the Personal Tutoring 

Role’ acknowledges the various ‘Functions’ tutors believe they are undertaking as 

personal tutors, the attitudes that underpin their view of the personal tutoring role, and 

a description of tutors’ skills, knowledge and personality the participants deem 

necessary to develop a successful tutoring relationship. Finally, a Theoretical Model of 

Tutoring Styles’ has been developed, based on the inquiry’s emergent themes in 

relation to the tutoring relationship. The model is presented as a tool to enable tutors to 

understand the impact of their tutoring practice by exploring their ideology of teaching 

and style of interaction.
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Chapter 1: Introduction

This thesis presents the findings of my inductive inquiry into managing tutorial provision 

in post-compulsory education. The research was undertaken in response to the tutoring 

community’s concerns over the lack of clarity surrounding the purpose and nature of 

tutorial provision and the personal tutoring role. The findings have emerged out of an 

exploration of students’ and tutors’ tutorial experiences, perceptions and personal 

stories. The thesis captures the essence of what the participants collectively believe to 

be the nature and purpose of tutorial provision, and their interpretations of the personal 

tutoring role.

I undertook the research using a grounded theory methodology. It was not intended to 

prove or disprove a hypothesis, rather it was designed to facilitate participants’ 

exploration of the research subject in order to portray their shared understanding and 

expectations. To this end, I began the research with two general areas of exploration in 

mind:

• The nature and purpose of tutorial provision in post-compulsory education
• The nature and purpose of the personal tutoring role.

You will find as you work through this thesis that grounded theory researchers begin 

the inquiry with an idea of where they are heading only to find that at some point in the 

process the research takes on a life of its own and from then on leads the way. With 

the inductive nature of this methodology it can transpire that unexpected themes 

emerge, directing the researcher to explore subjects they had not previously 

considered pursuing. The emergence of students’ feelings and emotions in this 

research are a prime example of such an occurrence as this theme emerged from the 

inquiry into the purpose and nature of tutorial provision, a seemingly unrelated topic.

The emergent theory provides a framework for tutorial provision drawn from the 

participants’ exploration intended to support managers in planning and designing 

tutorial provision and to enable tutors to understand the objectives of tutorial curriculum 

and pastoral care through using their current terminology. In addition the study 

provides a definition of the tutoring role based on tutors’ and students’ interpretations 

and expectations of the role, and has identified a range of attributes deemed by the 

participants to contribute to effective tutoring, which are presented as an archetype of 

the personal tutoring role. During the study it also emerged that the personal tutoring 

relationship was significant to students’ learning experiences and that students seek a 

shared experience working in partnership with a tutor who is willing to engage in 

democratic dialogue. The findings from the exploration of the tutoring role and 

attributes, together with the newfound insight into the feelings and emotions at play 

within the tutoring relationship, were subsequently employed to create an exploratory
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tool to aid tutors’ reflections on their tutoring practice and identification of related 

professional development.

Because this research has been accomplished by connecting with others as they share 

their thoughts, feelings and experiences, I consider that it would be inconsistent to 

become dispassionate in the writing of this thesis. I have therefore chosen to adopt an 

informal style of reporting as proposed by Lincoln and Guba (cited by Cohen et al 

2000:152) and present this thesis in the first person so that you may feel we are 

engaging in the final phase of this endeavour as the story is being told.

I will begin by presenting a brief overview of the thesis in order to give you a flavour of 

what is to come and to allow you to navigate towards any aspects of the study that may 

be of particular interest to you.

1.1 The Thesis Structure

As this has been an inductive inquiry, I was keen to present the thesis in a way that 

would enable you to gain a sense of how the research developed over time and to 

reflect the process of data collection and analysis so that you could visualise the theory 

emerging. That said, confusion and regression ensued during the research process as 

is the nature of grounded theory (see p45) therefore a choice had to be made between 

dogmatically reflecting the process with all its confusion, or modifying my idea to make 

sure that the investigative process, emergence of themes and the development of 

theory could be clearly followed and understood. Mindful that many people reading this 

report are being introduced to its content for the first time, I have chosen to address 

each research topic in turn and demonstrate how the research developed for that 

particular aspect of the study within each relevant chapter. Another feature of the 

grounded theory methodology is for the data to lead the way and for the research to 

explore emergent themes as they occur, only reviewing relevant literature once the 

theory has presented itself so as not to hinder the researcher’s creativity (see p63). To 

acknowledge this requirement I have deliberately discussed my research findings in the 

light of relevant literature at the end of each chapter, as this is how it occurred in 

practice.

Chapter 1: This chapter provides an overview of the thesis and discusses the rationale 

for undertaking the study. The contribution that tutorial provision makes to student 

retention and achievement and the institution’s financial stability are discussed and the 

lack of clarity and guidance to support the management of tutorial provision is 

described. I also give an account of my own personal and professional interests that 

led me to pursue this inquiry in order to give an insight into the driving force behind the 

study.
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Chapter 2: This chapter describes the backdrop to tutorial provision. It identifies the 

influence that Government education policy such as the 14-19 Education and Skills 

white paper has on the nature and purpose of tutorial provision. The widening 

participation agenda has created an increasingly diverse student cohort and that the 

forthcoming implementation of the new specialised diplomas and the personalisation 

agenda indicate that tutorial provision continues to experience change and that one of 

the challenges for the management of tutorial provision will be to clearly articulate its 

nature and purpose and to support tutors in their preparation and professional 

development to meet the demands of their evolving role.

Chapter 3: In the methodology chapter, I explore the notion of truth and discuss this in 

the context of my chosen methodology. I consider the distinction between inductive and 

deductive research and present the justification for choosing a grounded theory 

methodology. I position myself as an interpretivist researcher holding to the notion that 

truth is a social construct therefore an inductive approach to explore participants’ 

perceptions of the research topic is appropriate. Furthermore, grounded theory is used 

extensively in education research as it acknowledges practitioners’ working theories 

arising from their experiences and working practice.

Chapter 4: Here the research methods and process is discussed in detail and a 

chronological overview of the empirical research is provided. A description of how the 

methods of data collection were used is given along with relevant justification. The 

methods for data collection discussed are questionnaire, focus groups, personal 

stories, visual exploration and Logo Visual Technology (LVT). The use of LVT software 

in the analysis is outlined and I have juxtaposed the grounded theory method of coding 

with the LVT process to illustrate where the research participants engaged in the data 

and collection and the open coding phase of the analysis. I discuss the method of 

analysis and theory building required by the grounded theory methodology and I 

explore the opposing views of Glaser and Strauss in relation to theoretical sensitivity in 

order to clarify my position on this issue.

Chapter 5: This is where I begin to report on the empirical research, starting with the 

exploration of the nature and purpose of tutorial provision. The data relating to this 

aspect of the study is presented in two parts, the students’ exploration and the tutors’ 

exploration. In each part the data is presented in the order in which the research 

activities occurred followed by analysis of the data and subsequent findings. I discuss 

the research findings in the light of relevant literature from which it is proposed that 

tutorial provision is complex with group tutorial and individual tutorial being viewed as 

two distinct aspects of provision. The chapter presents the participants’ understanding 

and expectations of both aspects illustrated as a framework for tutorial provision.
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Chapter 6: This chapter considers the nature of tutoring interaction, an unexpected 

theme arising from students’ comments relating to their feelings and emotions 

experienced within the tutoring relationship emerges. This aspect was explored by 

examining individual personal stories for indications of the type of emotions 

experienced. It was concluded that poor tutoring relationships can negatively affect the 

potential for students to succeed and can be detrimental to their well-being, self­

perception and perception of others. These conclusions led me to propose that it is 

beneficial for managers of tutorial provision to recruit carefully for the role of personal 

tutor and that in order to do so it would be helpful to explore what skills, qualities and 

attributes personal tutors require in order to engage in a positive tutoring relationship.

Chapter 7: An exploration of the personal tutoring role and attributes was originally 

intended to be part of this research. The emerging significance of a positive tutoring 

relationship for students’ success and wellbeing confirms that this is an area worthy of 

investigation. Students’ and tutors’ perceptions were sought using visual exploration 

and discussion resulting in lists of skills, knowledge, attitudes and personality 

attributes. The tutors also identified functions, the role they perceived themselves to be 

undertaking which is presented as an archetype of the personal tutoring role and 

attributes. It was found that the boundaries of the personal tutoring role are unclear and 

that tensions exist where tutors are expected to be both advocate and disciplinarian. It 

was also found that teacher training neglects tutors’ preparation for the role and 

furthermore the tutors share concerns over feelings of inadequacy where guidance and 

training is not provided by their institution.

Chapter 8: This is the final chapter to report on the empirical research and builds on the 

research findings in relation to personal tutor skills, attributes and interaction. In 

response to the lack of professional development associated with the personal tutoring 

role and the importance of the tutoring relationship, in particular tutor interaction, this 

chapter illustrates the developmental process I worked through to arrive at a theoretical 

model of tutoring styles. The model is presented as an exploratory tool to assist tutors 

in reflecting on their tutoring practice and interaction. Revealing my thought process as 

the model develops illustrates how, by continuously developing and testing good ideas, 

the grounded theoretical scheme emerges.

Chapter 9: This chapter summarises the research findings and the contribution made to 

the theoretical body of knowledge associated with managing tutorial provision. The 

implications of the research for tutorial management and practice are presented, as are 

the limitations of the study and suggested further research.
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1.2 Rationale for Undertaking the Research
Post Compulsory Education has become increasingly market sensitive since the 

introduction of the current funding regime. In order to respond to this competitive 

environment institutions determine their educational character through mission 

statements and market their curriculum offer through the annual prospectus and direct 

links with schools, employers and other partnerships. The institution’s financial stability 

is dependant on the level of student recruitment, retention and achievement as funding 

is received according to these stages throughout the students’ course of study. Where 

students do not complete or are unsuccessful in obtaining an accredited qualification a 

percentage of funding attached to that student is lost. Thus, education management 

teams seek to continuously develop institutional strategies to improve recruitment, 

retention and achievement.

There is an implicit acceptance that tutorial support within the Further and Higher 

Education sectors positively impacts on retention and achievement therefore 

institutions look to this area of provision to reduce levels of student disengagement and 

raise levels of achievement. Cantor et al (1995:19) acknowledge a growing recognition 

for the importance of student support services in improving retention and achievement. 

They also highlight the need for support services to take account of the diverse groups 

of students engaged in post compulsory education. Tutorial support as a key to 

retention, achievement and progression was also emphasised in the UCAS ‘Paving the 

Way’ project report (May 2002) highlighting ‘More robust structures for individual 

support are needed’ The report also noted that ‘It was identified that support for non- 

traditional learners entering Higher Education was considered deficient and 

deteriorating’. Sir Geoffrey Holland, speaking at the 2002 Education Conference, whilst 

giving emphasis to the importance of students having a one-to-one relationship with a 

tutor, also noted that these were in decline in Higher Education. Martinez and Munday 

(1998:99-102) reporting on research into student persistence and drop-out in Further 

Education, claim that student help and guidance will increase the potential to retain 

students facing personal difficulties and suggest strategies such as specialist advice or 

counselling and opportunities for alternative modes of study when attendance is 

difficult. They recognised that many colleges currently provide services to students 

such as counselling and advice on careers, finance, benefits, accommodation and 

healthcare issues however it was found that not all students were aware of how these 

services could be accessed. The responsibility for ensuring that students receive the 

support they require sits predominantly with the personal tutor who acts as the first 

point of contact for students experiencing difficulties. Where students may benefit from 

support services provided centrally by the institution such as counselling or welfare 

advice, the personal tutor will either advise the student how this support can be



accessed or make arrangements on the student’s behalf. This particular aspect of 

tutorial provision appears to be generally understood by tutors, however discussion 

about the personal tutoring role and the purpose of tutorial provision beyond this 

becomes complicated. Therefore, as Earwaker (1992:41) suggests 'The role of the 

tutor needs urgent reconsideration’.

Bramley (1977:129) also implies a need for investigation into the field of personal 

tutoring. She refers to personal tutoring as being in its infancy and proposes that the 

lack of personal tutoring theory leaves understanding and development of the role 

relying on practitioners. Ribbins & Best contributing to Lang and Marland (1985:49) 

conclude that the development of pastoral care is largely dependant on practitioners' 

own experiences. Although they accept this as a reasonable contribution to pastoral 

development, they also see a need for further research. Lang (1985:199-203) points 

out that little research was undertaken to look at pastoral care in education until the 

1980's therefore a lack of knowledge exits in this area. The literature review for this 

inquiry has shown that not a great deal has changed since the late 1970’s, particularly 

in relation to understanding and developing tutorial (which includes pastoral care) in 

Further Education. Lang (1985:199-203) outlines the need for further research to:

• see how far pastoral care in educational institutions is restricted by 
inappropriate administrative structures

• help to develop general support services for pastoral care staff
• resolve conflicts of value, attitude and perception over pastoral care and its role

in a multicultural society
• explore the contribution of pastoral care to the integration of students with 

special educational needs and/or sensory disabilities
• consider provision, practice and effectiveness and training aimed at helping

pastoral care staff to develop their principles and practice.

One of the problems resulting from a lack of research in this area is the current

difficulty found in discussing the development of tutorial provision. This stems partly

from the confusing range of terminology adopted by various institutions and the

apparent divide between approaches in Further and Higher Education. For example, in

Further Education ‘tutorial’ has two meanings and generally refers to regular meetings

of a group of students on the same course (group tutorial) and also individual meetings

between student and personal tutor (individual tutorial). The general notion is that the

purpose of group tutorial is to offer a forum to provide information about the college and

course activities and where students can raise issues about the course as a group.

Some however, such as Earwaker (1992) and Bentley (1998) believe tutorial

development should broaden the remit to incorporate activities that promote personal,

academic and employability development however the implementation of this so far is

inconsistent across the sector. A number of Further Education institutions refer to the

individual meetings as ‘individual review’ or ‘individual learning planning’. Although the
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terminology differs these meetings share the same purpose in tracking student 

progress, addressing individuals’ problems and planning development and progression. 

In essence both group and individual tutorials are a formal, integrated part of each full­

time programme of study in Further Education. In practice, experience tells me that the 

delivery of this provision is sporadic across the sector and can also be disparate across 

individual institutions. In Higher Education the term tutorial does not tend to be used for 

the same purpose as in Further Education. A tutorial in Higher Education is more 

commonly described as a small group meeting to discuss subject related matters 

following a formal lecture. Instead they refer to ‘tutoring’ rather than ‘tutorial’ for 

individual meetings between the student and personal tutor. It was interesting to note 

that when recently contributing a chapter to a book about personal tutoring in Higher 

Education I was asked to replace all references to ‘tutorial’ with the word ‘tutoring’. The 

group tutorial found in Further Education does not appear to exist in the same format. 

In Higher Education however students are required to address personal and 

professional development planning, either through an accredited unit of study or an 

institutionally designed reflective portfolio.

Calvert and Henderson (1998:113) also refer to the difficulties inherent in a lack of 

definition by quoting Best (1995) saying ‘twenty years of discussion, writing and 

theorising have failed to achieve much more that a working consensus’. Megahy 

(contributing to Calvert and Henderson 1998:26-29) re-iterates the problems and 

complexities in managing pastoral care as:

• A lack of shared understanding of the nature and purpose
• An obvious pastoral/academic divide with pastoral care emerging the inferior
• Lack of confidence and commitment of teachers in a pastoral role
• Inadequate support for pastoral care at a national level.

Furthermore, due to the confusing range of terminology associated with tutorial 

provision and the inconsistent manner in which tutorial provision is developed, it is 

often difficult for the tutoring community to debate tutorial issues across the post- 

compulsory education sector. These are some of the concerns at the heart of this 

study. To begin to overcome the lack of shared understanding about the nature of 

tutorial, both pastoral and developmental, and the lack of confidence and commitment 

to the role, this study draws on the terminology used by students and tutors as a basis 

from which shared understandings can emerge.

It can be argued that understandings are subjective and that our a priori colours our 

perceptions (see p34). Also, I have learned that you cannot separate the research from 

the researcher. It is appropriate therefore for me to examine my relationship to the 

research in order to be aware of the pre-conceptions I hold. I use the term ‘relationship’ 

in acknowledgement of the interplay between the research and the researcher,
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highlighted by Cohen et al (1998:42). By ‘setting my stall out’ in this manner you will 

see a glimpse of the world through my lenses. As a consequence, you should be able 

to consider the data analysis and subsequent conclusions in the light of my 

acknowledged assumptions and be assured that appropriate objectivity has been 

achieved. I qualify ‘appropriate’ for as Cohen et al (1998:42) point out: ‘...researchers 

have learned that a state of complete objectivity is impossible and that in every piece of 

research -  quantitative or qualitative -  there is an element of subjectivity’. There are 

two reasons why I initially embarked on this exploration. I pondered for a while over 

which should come first, the personal or professional perspective, and came to the 

conclusion that they do not sit in any order of importance, they both arise from 

experience and tacit knowledge and both contribute to the whole story. I will begin with 

a professional perspective, looking at how my experiences and knowledge developed 

through work shaped my thinking. I will then move on to reveal a more personal 

perspective through you will see the transparency of prior assumptions I brought to this 

study. It is important for me to offer this insight and openly acknowledge my a priori in 

order to foster a spirit of honesty, openness and credibility.

A Professional Perspective

My professional interest in this area of research rose out of a sense that current tutorial 

practice could be improved to benefit both students and tutors. I have observed that the 

quality of tutorial provision often varies across individual institutions leading to 

inconsistent provision and differing levels of satisfaction in the student experience. I 

also observed that a number of personal tutors across any one institution could display 

varying degrees of support for tutorial provision, that is to say some perceiving it to be 

a worthwhile exercise that benefits the students, whilst others did not perceive it to 

have any bearing on learning. Where tutors considered tutorial to be a useful activity 

many would raise concerns that they did not understand the role well or have access to 

the guidance, support or training they required to help them in the role. I had seen 

evidence in some institutions that good tutorial provision was beneficial to students’ 

success and wellbeing. I had also noted, through my involvement as a mediator where 

tutor/student relationships had broken down, that poor tutoring could negatively affect 

students’ wellbeing and desire to achieve to the point of disengagement. All of these 

experiences kindled a desire to contribute to the development of tutorial provision, the 

improvement of tutorial practice and support for personal tutors.

When this research project first began, I was a lecturer in Hospitality Management. The 

role included course co-ordination and personal tutoring for 1st and 2nd year HND/C 

Hospitality Management programmes. I was later engaged in cross-college tutorial co­

ordination for the Faculty of Higher Education and Arts. Towards the end of this study I

10



moved institutions to take up the post of Tutorial Manager, and my focus changed from 

Further Education to Higher Education, hence the opportunity to draw on the 

perceptions of provision in both Further Education and Higher Education. My 

professional progression has been fuelled by a desire to raise the profile of tutorial 

provision and to contribute to changing practice. It has enabled me to develop my 

knowledge and expertise through application, research and reflection in positions of 

varying responsibility (and constraint). Allied to this is a desire to challenge my tacit 

knowledge by developing a deeper understanding of the theories and concepts related 

to the management of tutorial provision.

My sense of a need for improved practice emerged from reflections on my experiences 

as a teacher, a personal tutor and a student. On entering the teaching profession I was 

soon engaged in personal tutoring and was anxious to understand the students’ and 

the institution’s expectations in relation to this role. With no policy or guidelines in 

place, it became clear that personal tutors were generally left to their own devices 

when it came to planning and delivering tutorial curriculum. Concern that there was no 

clear direction in terms of purpose, content or professional standards for tutoring 

became evident as colleagues bemoaned the lack of training and support. They 

acknowledged that individual practice differed considerably as tutors were left to rely on 

their own interpretations in relation to the purpose of tutorial curriculum and how best to 

support individual learners.

Through my teaching activities I had become increasingly aware of the considerable 

variation in the level of academic skills students possess within any one group. It 

seemed appropriate to me to assist students struggling to meet the academic rigour of 

the course by addressing their specific issues, and saw tutorial provision as a vehicle 

through which this could be achieved. As a consequence of these reflections I was 

drawn to consider the nature and purpose of tutorial from the perspective of curriculum 

design and the needs and expectations of those involved. I also learned of the vast 

array of personal anxieties faced by students and how these could affect their potential, 

to achieve. Some face the inevitable anxieties we all experience during periods of 

transition such as leaving home and facing the responsibilities that independent living 

brings. Others experience financial or welfare problems; relationship difficulties with 

parents, siblings, partners or friends, social exclusion based on race or sexual 

orientation for example. There are also those struggling to cope with their own or close 

family mental health issues or suffering mental, physical or sexual abuse at the hands 

of others. Personal tutors can be faced with any number of these concerns during their 

daily work and are expected by the institution to ‘deal’ with them. I have heard many 

tutors express their distress at having to undertake a personal tutoring role as they feel
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ill-equipped to deal with such matters particularly where they do not receive training or 

guidance from the institution.

A Personal Perspective

The spirit behind why I was drawn to this study and why I remain so passionate about 

improving tutorial provision and the environment in which it occurs is beautifully 

encapsulated in the film The Dead Poets’ Society’. The film illustrates the story of a 

young, enthusiastic teacher who attempts to breathe new life into what he considered 

to be a staid learning environment in a traditional boarding school. His attempts are 

met by stoical condemnation from his colleagues that persists throughout the film, 

culminating in his eventual dismissal. It is interesting to note that in the first instance 

the students’ reaction to this new teacher was one of intimidated resistance. However, 

this barrier is subsequently broken down as trust develops between the teacher and his 

students. This story touches on what I believe to be at the heart of learning - your own 

and others’ desire for you to grow in all aspects of your being, and the belief that this 

can be achieved by engaging on a human level with trust, respect and integrity. Here is 

a man who does not adopt wholly didactic teaching methods or relies on a distant 

autocratic manner to ‘deliver knowledge’. Throughout the story he reaches out to his 

students by sharing his own thoughts and feelings, giving of himself in order for others 

to learn. He stretches the boundaries of what is considered to be ‘acceptable 

behaviour’ within the educational environment in which he works in an attempt to 

create innovative and daring thinking. He challenges his students, encouraging them to 

acknowledge and realise who they are, the breadth of their abilities and where their 

hidden talents lie. He encourages them not to simply accept what is given to them as 

truth but to inquire, debate and challenge. This story is not without its pain, nor should it 

be for learning can elicit a troubling and painful process of self-revelation. The film 

reveals how the awakening of thoughts and feelings about ourselves and about the 

direction our life is taking can create tensions within us as change occurs. This 

demonstrates the personal responsibility that comes with the desire, ability and 

freedom to make choices and take ownership of our life decisions. It also demonstrates 

the potential we have as personal tutors to influence those in our care.

The film also subtly demonstrates two opposing educational views. Firstly there is the 

view that learning is about the acquisition of knowledge achieved through a rigid, goal 

driven process of delivery controlled by tutors’ unquestionable authority and students’ 

unquestioning conformity. Secondly there is the notion that learning can be achieved 

through freedom to explore, reflect and grow in an environment where the rules, 

methods and objectives are owned by the learner and the tutor in partnership. We see 

conflict ensue and the distress experienced by students and teachers alike as the two
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paradigms are set against one another as the battle becomes a choice between one 

ideology over another. It is also interesting to note the resistance displayed by those 

comfortable with the old way of doing things, the safe and known way, against new and 

challenging ideas. Many of the aspects outlined in this story resonate with my own 

experiences either in my student or working life and I refer later in this thesis to events 

in my middle school years as a contribution to the exploration of emotions and feelings 

(see pp58-59).

As a teacher, I had a desire to adopt a negotiated approach to lessons to encourage 

students to take ownership of their own learning and to ensure that what we did was of 

value to them. This often highlighted the tensions between my own ideological 

perspectives and the demands of what I have found to be a bureaucratic environment 

in which post-compulsory education exists. For example, to fulfil the needs for 

prescriptive lesson plans, required for inspection purposes, I would often find myself 

completing these retrospectively once the lesson had taken place. This approach 

enabled the flexibility I felt was required to negotiate a relevant agenda for personal 

and professional development with the students. I justified this approach as I was 

placing the needs of the student above the needs to service the system whilst 

maintaining the documents required by the organisation.

My personal tutoring made me aware of the vast range of difficulties and anxieties 

students face and approaches I found worked best with different students in various 

situations. I also learned that where a student’s support needs were not met this had a 

negative effective on their learning experience and potential to succeed. In my current 

post as a tutorial manager, I have faced the confrontation of new practice versus old 

and have been met with varying degrees of resistance at all levels of the institution 

whilst attempting to influence practice and challenge the status quo. Furthermore, as a 

student undertaking this study I have faced the anxiety of asking who I am, what I 

stand for and challenging my attitudes and approaches in various aspects of my 

personal and work life. I have found that I cannot separate myself as student, tutor or 

manager from my personhood. Through this research process therefore, I have faced 

many hidden demons, reconciled personal ontological tensions and come to know 

myself better.

Now that I have presented my rationale for undertaking this research and illustrated the 

roots of my a priori, I will move from these personal perspectives to address the 

research topic. In the following chapter, I will discuss the policies and regulations 

affecting the management of tutorial provision and the nature of their impact.
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Chapter 2; Backdrop to Tutorial Provision in Post- 
Compulsory Education _______

This chapter gives an overview of Government policy and regulation. I will discuss how 

these impact on the management of tutorial provision in post-compulsory education 

and the responsibility some of these policies place on tutorial provision to achieve the 

Government’s objectives for education reform. The purpose of Further Education is 

shaped by these policies and the regulations dictate the methods used to assess how 

well the policy objectives are met. By understanding the context and constraints in 

which tutorial provision is managed, it can be recognised for the evolving entity that it 

is, and we can be aware of the direction these policies will take it in the not too distant 

future. The main themes considered in this chapter include the widening participation 

agenda, personalisation and the learner voice initiatives, the 14-19 Education and 

Skills White paper and the quality regulation and inspection regime, as these directly 

impact on design, delivery and monitoring of tutorial provision.

When this research began in 2000, the education system had experienced thirty years 

of intensified centralisation. During this period the Labour party, while in opposition, 

had strongly opposed the increased powers gained by the Secretary of State for 

Education as a result of the 1988 Education Reform Act (Bottery, 2000:55). The 

succeeding 1993 Education Act was implemented in order to create a ‘differentiated 

and hierarchical system which will more closely aid social reproduction’ despite it being 

couched as a bid to ‘build a more fair and generous education system’ (Walford; cited 

by Olssen et al, 2004:200). Since Tony Blair took office as Labour Prime Minister in 

1997, making election promises that the major priorities were ‘Education, Education, 

Education’ we have not seen a decline in the centralisation Labour previously criticised. 

Instead, we have experienced detailed and prescribed policies the outcomes of which 

are controlled by measuring standards and benchmarking (Bottery, 2000:57). Tony 

Blair’s legacy to Further Education when leaving office in June 2007 was an emphasis 

on training rather than education, on a practical rather than reflective approach, for 

preparing for a skill-based occupation rather than for the development of personal 

qualities (Wright; cited by Bottery, 2000:76). At the end of Blair’s term in office he 

leaves us with a Further Education system driven by what practitioners fondly refer to 

as ‘bums on seats’, where education has become a business about balancing the 

books rather than serving the educational needs of the individual. This can be seen 

played out in the internal distribution of funds where, for example, tutorial provision is 

refused additional resources to support students based on the fact that the institution 

has hit the target number of students set by the Learning and Skills Council (LSC) and 

will not receive further funding for retaining above that student number. This suggests
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that students are not only ‘consumers’ but they are also a dispensable commodity to be 

supported simply when it serves the financial needs of the institution. This does not, in 

my estimation, sit well with the Government’s aspirations of ‘Success for AH’, the title of 

its Further Education reform programme launched in 2002. Nor does it reflect the 

intended outcomes of tutorial provision as a strategy to improve retention and 

achievement (see p7).

The increasing degree of assessment in education levelled at individuals during 

childhood and beyond concerns me greatly as I have found that many students in 

Higher Education are unsure of their abilities and potential to achieve and express 

feelings of inadequacy. These students progress to Higher Education through a system 

where you pass or fail and are effectually labelled achievers or failures (Wootton, 

2002:355). The system has become ‘anti-humanitarian for both teachers and 

pupils...where targets are set beyond the reachable...by those who do not have to 

reach them’, and where teachers and children trying to achieve unattainable targets 

found the experience ‘equally stressful and anti-educationaf. This is the effect of 

‘managerialism’ [creating a] ‘stifling and de-motivating educational bureaucratic system’ 

when paradoxically the political intent was said to be to develop a creative and flexible 

workforce (Bottery, 2000:78). Discussions with practitioners regarding the nature of 

tutorial provision found that many tutors describe the tutorial curriculum as an 

opportunity to broaden students’ holistic development for which they extol the virtues of 

experiential learning. They do express concern however that in practice there is some 

anxiety connected with moving away from a didactic approach in case ‘things go 

wrong’ or because the session is left open to the criticism that the ‘learning’ is not 

directly measurable. This in turn suppresses tutors’ creativity and is evidence of an 

education system that ‘deprofessionalises the classroom teacher, for it focuses their 

minds on the short-term, the practical and immediate, and distracts or turns their minds 

away from the long-term...and from the ethical purposes of their profession’ (Bottery, 

2000:79). The managerialist approach has also led to policy makers establishing 

requirements and therefore expectations of the tutorial role by removing the value of 

professional judgement from the tutor and placing that judgement in the hands of the 

students as ‘consumers’. As Fertig (2003:7) explains, ‘Professional claims to cognitive 

superiority, grounded in a background of training and experience within the job, have 

been severely circumscribed within a consumer-driven atmosphere. The relationship 

between tutor and student within a Further Education context illustrates the issues 

raised here well, in that the tutor is not necessarily the sole, or even the major, arbiter 

of the decisions taken during this relationship’. The emphasis on students as 

consumers has led to the requirement to formally capture the ‘Learner Voice’, engaging 

students as ‘stakeholders’ in the development of the provision they receive.



During the early part of this research my key responsibilities transferred from a focus 

on tutorial provision in Higher Education to one that is now heavily embedded in tutorial 

provision in Further Education (see p11). However, the widening participation agenda 

has remained inherent in my work as the emphasis on addressing social inequalities 

surrounding access to education, training and subsequent life chances is said to affect 

the whole of the education system (HMT, 2006:1). To this end, I will discuss the effects 

of widening participation on tutorial provision across the post-compulsory education 

sector, but will thereafter restrict all other government policy discussions to the impacts 

and influences on managing tutorial provision in Further Education, as this is where the 

research is predominantly positioned.

2.1 The Widening Participation Agenda
In 1997, Professor Bob Fryer of the Learning and Skills Council (LSC) voiced the 

Government’s concern at the lack of learning ambition and limited aspirations of young 

people. In order to address these concerns New Labour pledged to widen participation 

in learning beyond school and to invest in achieving a target of 50 per cent of 19 to 30 

year olds experiencing Higher Education by the year 2010. In 1998 the European 

Access Network commissioned a project at the University of Westminster in 

partnership with the Council for Industry and Higher Education, the Funding Councils 

for England, Scotland and Wales, the Committee of Scottish Higher Education 

Principals and the Standing Conference of Principals. The purpose of the project was 

to collate examples and raise awareness of good practice in widening participation and 

increasing access to Higher Education for young people from disadvantaged socio­

economic groups. The project report ‘From Elitism to Inclusion’ (CVCP, 1998:19) led by 

Maggie Woodrow gave an account of fourteen case studies covering a broad range of 

widening participation initiatives that included:

• Pre-university summer schools
• Access summer schools
• Local progression agreements
• Outreach projects to access the ‘Hard to Reach’ groups
• Day university visits and activities to raise aspirations for young people from the 

age of 13 years of age.

The report recognised that Higher Education institutions were adapting to provide a

more inclusive learning environment to meet the needs of a greater social and

culturally diverse cohort, however, causes such as lack of aspiration and poor

achievement of school leavers remained a concern that needed to be addressed.

Recommendations from the report included necessary changes to the student support

arrangements specifically aimed at young people from low socio-economic groups and

provision of access funding to ensure that all institutions delivering Higher Education

were encouraged to widen the social base of their intake. It is interesting to note
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however that the ‘Social Class and Participation’ report (Universities UK, 2002:167) 

found that ‘There is a broad swathe of opinion that changes in the system of student 

support have been regressive and a disincentive to participation’ and that ‘the 

likelihood is that the existing money allocated for this purpose will be re-targeted rather 

than increased’, which suggests that not all the recommendations from the ‘From 

Elitism to Inclusion’ (CVCP, 1998) report have not been put into force.

The ‘From Elitism to Inclusion’ report also recommended that institutions delivering 

Higher Education should implement institutional changes in order to address issues 

such as attitudinal shifts, particularly in relation to targeting young people from 

disadvantaged socio-economic groups. The report found that barriers to widening 

participation included a lack of internal awareness, poor staff attitudes, lack of staff 

time, and poor resourcing. In order for widening participation to be effective, it was felt 

that institutions would need to integrate the concept into student support and tutorial 

systems. It was proposed that the changes should include re-assessing admissions 

policies to ensure equality of opportunity and building partnerships to support 

progression into Higher Education. It was also suggested that widening participation 

would more likely be successful if it was adopted as a core concept rather that an 

additional objective (CVCP, 1998:140). Strategies to support progression into Higher 

Education were implemented under the ‘Partnerships for Progression’ (P4P) initiative. It 

was envisaged that through the project local partnerships would be created between 

schools, Further Education and Higher Education institutions to facilitate the widening 

participation agenda. The partnerships were intended to raise the aspirations of young 

people by engaging in a variety of activities such as those highlighted in the ‘From 

Elitism to Inclusion’ report (CVCP, 1998:123-124) plus a range of mentoring 

interventions to support transition and students at risk of disengaging. Within the 

objectives of the project there was also an emphasis on the need to develop a range of 

pathways that would reduce some of the practical barriers to entering Higher Education 

by, for example, enabling students to matriculate with vocational qualifications as well 

as through the traditional ‘A’ level entry route. A National Qualifications Framework 

(NQF) was commissioned to support the identification and planning of appropriate 

access routes via both academic and vocational qualifications. However, the NQF was 

to be viewed only as a guide to planning, the intention being that this would be used by 

local schools, Further Education colleges and Higher Education institutions working in 

collaboration to develop a number of routes that would be made available on a local 

level. The widening participation review document makes reference to ‘the genuine WP 

[Widening Participation] challenge of getting more people to the matriculation starting 

gate’ (Watson; cited by HEFCE, 2006:72), indicating that the objective to create
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appropriate access routes has not been wholly effective. Government policy is now 

looking to the new Specialised Diplomas to address this concern (HEFCE, 2006:72).

In 2006 HEFCE produced the ‘Widening Participation: a review’ report in response to 

concerns that the widening participation in Higher Education agenda had ‘stallecf and 

to provide an estimate of the ‘state of play’ for widening participation across the 

partnerships (HEFCE, 2006:3). The report summarised widening participation activities 

as:

• all activities undertaken by Higher Education and Further Education institutions 
to widen access to Higher Education for those from under-represented and 
disadvantaged groups, including those on vocational programmes

• measures to support learners when in Higher Education.

The report found that there is evidence of progress and noted that the investment since 

1997 to the time of the report had been £386 million for Aimhigher to widen access, 

improve retention and meet the needs of disabled students. The breakdown for this 

sum is £153 million to widening access, £221 million to improving retention and £12 

million for mainstream disability allocation. Aimhigher is the branded Government 

initiative that brought together P4P and Excellence Challenge funding (Excellence 

Challenge was a funding strand introduced to offer widening participation funds to 

support young people from disadvantaged areas). Aimhigher acts as an agency to 

provide networking and brokerage at local, regional and national level. The purpose of 

Aimhigher is to promote national strategies to increase learner access to aspiration and 

attainment raising activities and to support transition arrangements across the 

education sector as a whole. The report found that evidence of raising aspirations is 

‘overwhelming, and overwhelmingly positive’, however the evidence on raising 

attainment is ‘weak" (HEFCE, 2006:6). The report blames uneven practice across the 

sector for not achieving year on year improvement in retention but does highlight that 

where funding has been used in part to improve central student support services, 

retention has improved, suggesting that they found student support to have a direct 

impact on retention. The survey undertaken on behalf of the widening participation 

review found that learners and teachers believed summer schools had the most impact 

on widening participation objectives and that other effective interventions included 

single day university visits, master classes, mentoring (tutor and peer), student 

ambassadors and information, advice and guidance activities. It is suggested however 

that these activities are effective in the short and medium term and that plans should 

be made to make these activities ‘progressive, sequential and differentiated’ to reflect 

the needs of individual learners and to be ‘reinforced with further activity to reflect the 

maturity and changing needs of learners’ (HEFCE, 2006:7). When considering the 

evidence to support improvement in aspirations, attainment and access the report 

refers to the findings of JM Consulting (in HEFCE, 2006:7) that suggest implementing a
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range of study skills initiatives is ‘highly effective’. Other particularly effective activities 

included increased tutor support, provision of personal planners and summer schools 

for at-risk students at the end of the first year. Strategies for identifying at-risk students 

were based on tracking student attendance and performance. The ‘Widening 

Participation: a review’ report also suggests that student services departments have 

much to contribute to the retention and achievement of students (HEFCE, 2006:7) 

however better collaboration between academic and support staff is needed to prevent 

at-risk students from ‘slipping through the net’ (HEFCE, 2006:66). There are 

implications here for tutors to be skilled at identifying students’ support needs together 

with knowledge of internal and external agencies for referring students’ for specialist 

support where necessary.

Finally, the report refers to the contribution curriculum development makes to 

progression, confirming that a number of curriculum related barriers have been 

identified. It is suggested that new curricula such as bridging programmes may improve 

this situation but conclude that better aligned curricula would be more advantageous 

(HEFCE, 2006:74). It is also acknowledged that the interface between Further and 

Higher Education is not sufficiently developed in England meaning that some barriers 

still exist in the transition from Further Education to Higher Education. It is proposed 

that the development of the new General and Specialised Diplomas, designed by the 

Diploma Development Partnerships and led by the Sector Skills Council, will include 

representation from Higher Education to help to address this problem. The White paper 

‘Further Education: raising skills, improving life chances’ (DfES, 2006) considers the 

effectiveness of Higher Education delivered in Further Education institutions and the 

current Higher Education financing arrangements. This has led to the development of 

proposals for further strategic development in relation to Higher Education in Further 

Education institutions, centres for Higher Education excellence and funding. As Further 

Education colleges currently offer some Higher Education courses it is usual for these 

institutions to put tutorial provision in place for Higher Education students, however it is 

not clear whether Further Education and Higher Education students share the same 

expectations of tutorial provision therefore the issue is explored in Chapter 5 of this 

thesis.

2.2 The 14-19 Education and Skills Agenda
The 14-19 Education and Skills White Paper (DfES, 2005), written in response to the 

Tomlinson Report (2004), puts forward proposals for ‘an education system focused on 

high standards and much more tailored to the talents and aspirations of individual 

young people, with greater flexibility about what and where to study and when to take 

qualifications’ (DfES, 2005:1). The implementation plan undertakes to increase the
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capacity of the education system to offer vocational courses and states that the system 

is designed to meet the needs of learners and employers. Within the proposed 

framework current Key Skills and Adult Basic Skills are to be brought together and re­

branded ‘Functional Skills’. GCSE’s and ‘A’ levels will be retained and it will also be 

possible for young people to attain a General Diploma by achieving the equivalent of 5 

grade A*-C GCSEs including English and Maths. Alternatively young people at 14 

years of age could choose to undertake a ‘Specialised Diploma’ combining general and 

applied subjects. The White Paper on 14-19 Education Skills (DfES, 2005) appears to 

reinforce the long criticised academic/vocational divide as it includes a route-based 

approach, that is to say ‘A’ level or Diploma, however the paper argues that the new 

Diplomas will combine academic and work-related elements and will be designed to 

enable entry into either Higher Education or employment and therefore offer the widest 

progression opportunities. It is suggested that the variety and choice provided by the 

new Diplomas and their emphasis on improving ‘Functional Skills’ development in 

schools will encourage more young people to participate in post-16 education, lead to 

participation of at least 90% of 17 year olds by 2015 compared to the current 75%.

The Specialised Diplomas will be phased in from 2008 with full entitlement available by 

2013. They are described as an opportunity to learn a range of widely applicable skills 

and knowledge, set within a specialised context, i.e. a specified group of employment 

sectors (QCA, 2007:2). The Diploma will be available at levels 1,2 and 3 and across 14 

lines of learning (lines of learning refer to vocational subject areas). There are three 

components to the Specialised Diploma, principal learning, generic learning and 

additional specialist learning. The generic learning has significance for tutorial provision 

as it is concerned with developing and applying broad skills and knowledge necessary 

for learning, employment and personal development. The generic skills are identified 

as functional skills (the merged key skills and adult basic skills qualifications), personal, 

learning and thinking skills. It is said that these generic skills should include 

opportunities for learners to carry out independent enquiry, reflect on own learning and 

be creative in problem solving and that they should also be integrated into the principal 

learning. It does not however make clear what vehicle is to be used to support students 

in understanding these concepts and developing the learning skills so that they may 

then be utilised in the context of their principal learning goals. The personal, learning 

and thinking skills are categorised as:

• Independent inquiry
• Creative thinking
• Reflective thinking
• Team working
• Self-management
• Effective participation
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There is no intention for these generic skills to be separately assessed as it is intended 

that they will be applied and assessed within the learner’s principal learning, work 

experience and project work and will be recorded in the Diploma transcript.

The Quality Improvement Agency (QIA) report ‘Pursuing Excellence: The National 

Improvement Strategy for the Further Education system’ (QIA, 2007:9-11) outlines 

plans for supporting the Further Education Sector in delivering the recommendations 

drawn from the Leitch Report ‘Prosperity for all in the global economy -  world class 

skills’ (HMSO, 2006) and identifies three aims:

Aim 1: ‘All learners in the Further Education system are equally able to access high 

quality education and training that equips them with the skills, knowledge and 

qualifications they need for work and personal fulfilment’. The ability for all learners to 

be able to access effective information, advice, guidance and pastoral support have 

been identified by the paper as key to this objective. There is also an emphasis on 

learning being tailored to meet the learners’ needs and for them to be actively engaged 

in the learning process.

Aim 2: Training provision meets employers’ business needs and employers can recruit 

people with the vocational and employability skills needed to increase productivity’. The 

objectives to meet this aim include increased employer engagement as strategic 

partners to colleges and for ‘employers to be able to choose provision that suits their 

needs’. There is also emphasis on raising the profile of skills and training and ‘their 

value to the economy and society as a whole’.

Aim 3: ‘The Further Education system continuously improves so that colleges and 

providers aspire to achieve excellence, and no provision is unsatisfactory’. It is 

suggested here that there is a wide variation in success rates across sector subject 

areas and amongst different groups of providers. It was also stated that not all colleges 

improved their overall provision in 2005/06, largely due to poor achievement on 

foundation and intermediate courses. It is suggested that improving initial teacher 

training and continuous professional development will contribute to this aim. The 

National Improvement Strategy identifies a number of priority actions. Identifying the 

needs to support various levels of learning, embedding personalisation and increasing 

the learner voice are clearly stated objectives that hold relevance for the management 

of tutorial provision.
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2.3 Personalisation and the Learner Voice
The Teaching and Learning in 2020’ report suggests that ‘personalising learning and 

teaching must play a central role in transforming England’s education service’ (DfES, 

2006:5). The review group propose that personalisation will contribute to the aims 

highlighted in the Leitch report (HMSO, 2006) for a society in which:

• A child’s chances of success are not related to his or her socio-economic 
background, gender or ethnicity

• Education services are designed around the needs of each child, with the
expectation that all learners achieve high standards

• All children and young people leave school with functional skills in English and
mathematics, understanding how to learn, think creatively, take risks and
handle change.

• Teachers use their skills and knowledge to engage children and young people 
as partners in learning, acting quickly to adjust their teaching in response to 
pupils’ learning

• Schools draw in parents as their child’s co-educators, engaging them and
increasing their capacity to support their child’s learning.

The notion of personalising learning through a flexible curriculum is reflected in the new

Diplomas however this report also refers to the need for a sharp focus on essential

knowledge, skills, understanding and attitudes that children and young people need in

order to cope in a changing world (DfES, 2006/Cm 6768:8). These ‘soft skills’ as the

paper calls them include:

• Being able to communicate orally at a high level
• Reliability, punctuality and perseverance
• Knowing how to work with others in a team
• Knowing how to evaluate information critically
• Taking responsibility for and being able to manage one’s own learning and 

developing habits of effective learning
• Knowing how to work independently without close supervision
• Being confident and able to investigate problems and find solutions
• Being resilient in the face of difficulties
• Being creative, inventive, enterprising and entrepreneurial

The emphasis on the development of these so called ‘soft skills’ raises questions about 

where in the curriculum these aspects naturally occur and who is best equipped to 

support learners in developing these skills. The report recommends that new 

professional standards for teachers and Initial Teacher Training (ITT) should take 

account of the skills for personalising learning. The report suggests that little weight is 

given to these in the curriculum and that they are measured, recorded and reported 

inadequately. The report concludes that these aspects are in danger of neglect by 

teachers and undervalued by pupils and parents in schools and that these aspects are 

equally important in Further and Higher Education.

The consultation on personalisation in Further Education was launched in November 

2006. The consultation paper ‘Personalising Further Education: Developing a vision’ 

describes personalisation as ‘not an end in itself [and that] it has the potential to be a
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powerful driver for achieving our [the Government’s] main targets and strategies: 14-19 

reform; Skills; and a reformed FE sector with a strong economic mission’. The paper 

states that 'personalising learning has an integral role in improving quality’ and defends 

the rationale for personalised learning as a means to’ every learner getting the best 

possible learning experience’ (DfES, 2007/Pers01:1-3). The paper suggests that there 

have been improvements in responding to the needs of employers and learners but 

also acknowledges that work is needed in some key areas to address specific issues 

for example:

• Black learners have a 67% chance of success compared to 74% average
overall

• 59% of care leavers are in education, employment or training compared to 87%
of all young people at 18 to 19

• only 67% of learners are very or extremely satisfied with their learning
experience

• only 40% of learners gave a high rating when asked whether their teachers 
know how they like to learn

• 1 in 8 learners said that more than a quarter of their lesson time was wasted
• across the system it is unusual for learners’ views to be sought routinely to help 

individual teachers/trainers improve their methods
• quality assurance systems rarely follow a learner’s journey from point of 

enrolment to progression, or a week in the life of a learner to really understand 
the learner’s experience so that improvements can be made.

The paper also refers to the growing diversity in the range of learners including the 14-

16 cohorts studying vocational subjects in Further Education colleges and offender

learners now integrated into the mainstream Further Education system. Tutorial

sessions are increasingly seen as a vehicle for discussing and addressing some of the

issues raised here. My concern is however that as the need for student feedback on a

range of issues increases, the nature of tutorial sessions is in danger of becoming

heavily weighted towards collecting student feedback at the expense of time for

responding to students’ needs and providing a holistic personal development

curriculum.

The consultation paper also sets out what personalisation in Further Education will look 

like and proposes a common language to enable discussion and debate. It is claimed 

that those consulted broadly agreed that personalisation in Further Education is 

‘Working in partnership with the learner -  to tailor their learning experience and 

pathways, according to their needs and personal objectives -  in a way which delivers 

success’. (DfES, 2007/Pers01:8). The paper proposes that this will include 

‘Responding to the needs of the whole person’ by anticipating, identifying and 

addressing each and every learner’s needs and by responding with personalised 

support to remove barriers to success. The paper also outlines requirement to:

• Seek and respond to the views of the learner:
• Responding to the needs of the local community and employers
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• Raising the ambitions of learners
• Supporting every learner to become expert
• Encouraging individuals to take responsibility
• Fostering openness and trust

Underpinning much of these expectations is the notion that time is available to pursue 

these individual conversations and negotiations around the individual learner’s 

programmes of study and that all teachers/trainers have the skills and abilities to 

anticipate, identify and fulfil the individual learners’ needs. Emphasis is also placed on 

a curriculum that addresses personal development, employability skills and a social 

learning experience. Current tutorial provision attempts to address many of these 

aspects therefore it is fair to assume from these explicit objectives that tutorial will be 

central to much of the personalisation agenda. This assumption is supported by actions 

of the QIA who have commissioned the LSN to run a number of personalisation 

pastoral support projects. An initial literature review was undertaken by LSN to:

• Develop and disseminate resources based on existing effective practice 
models, to help providers ensure an effective and robust assessment of all 
learners’ needs

• Develop a sound definition and understanding of the characteristics of an 
‘expert learner’

• Develop and issue guidance on effective pastoral support systems.

Following this, a number of pilots were subsequently initiated to explore current 

practice in person-centred learning and pastoral support to address some of the issues 

arising from the literature review. The pilots will conclude in October 2007 and reported 

on thereafter. The consultation paper confirms that guidance emerging from the 

pastoral pilots will be provided by April 2008. Initial findings suggest that there are three 

main components to pastoral support:

• To undo barriers to learning
• To boost learning and achievement
• To motivate and spur ambition and broaden horizons.

These are certainly some of the objectives pastoral support aims to achieve however 

the components identified here are outcome led and have no mention of the soft skills 

implicit in personal and social development and do not reflect the full nature of tutorial 

provision (Chapter 5) or the complexity of tutoring role (Chapter 6).

The consultation paper (DfES, 2007/Pers01:11-12) proposes that the benefits of 

personalisation are improved retention and achievement; a more responsive, better- 

skilled and informed workforce; more expert and independent learners; greater social 

inclusion and better economic productivity. It is suggested that the success of these 

potential benefits can be measured using:

• Completion and achievement rates
• Value added and distance travelled measures
• Increased participation amongst under-represented groups
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• Increased progression into further skills development or sustainable 
employment

• Learner satisfaction measures
• Equality and diversity impact measures
• Employer satisfaction and their recognition of increased skills
• Inspection findings about the value and impact of more personalised services

Two key strategies have been identified to strengthen personalisation in Further 

Education. Firstly, improving teaching and learning and responsiveness to individual 

need. To support this strategy there is an emphasis on effective assessment of needs 

at the start of the learner’s programme of study and an opportunity for them to develop 

skills that allow them to take responsibility for their learning experience and become 

‘expert learners’. A definition of an ‘expert learner’ is being explored under the QIA 

pastoral pilot project and has not yet been made explicit.

The second key strategy is to create stronger learner representation. Work to 

strengthen learner representation is already in existence through the promotion of the 

‘Learner Voice’ initiative. Guidance has been developed and disseminated by the LSN 

on strategies that institutions may adopt to encourage and capture learner’s views, and 

how those views may then inform future developments. A National Learner Panel has 

recently been established to ensure that Ministers and policy makers hear the learner 

voice at National level. The membership is drawn from different learning settings and 

represents learners from the age of 16 to 75. The LSC is also establishing a panel to 

represent the views of learners with learning difficulties and disabilities. Interestingly no 

mention is made of the potential to develop a partnership with the National Union of 

Students despite the union being well placed to access and disseminate the views of 

the student population.

The personalisation consultation also takes note of Government proposals for a 

qualifications and credit framework to enable a flexible curriculum allowing individuals 

and employers to access smaller, individualised packages of learning tailored to meet 

individual’s needs. The implications of this approach on the current funding mechanism 

is not yet clear but it would suggest that a move to unitary funding rather than the 

current full course funding may be required.

2.4 Quality Regulation and Inspection
Further and Higher Education both operate under rigid quality assurance regimes 

undertaken by external regulatory bodies, OFSTED for Further Education and QAA for 

Higher Education. The ‘From Elitism to Inclusion’ report recommended that the 

government should develop outcome-based performance indicators jointly with Higher 

Education institutions to measure progression, retention and achievement of targeted 

groups (CVCP, 1998:136). As a consequence these aspects now form part of the
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inspection agenda across post-compulsory education. One purpose of inspection 

described in the ‘Handbook for inspecting colleges’ is to ‘help bring about improvement 

by identifying strengths and areas for improvement, highlighting good practice and 

judging what steps need to be taken to improve provision further’ (Ofsted 2006/HMI 

2651:3). Interestingly, although it is implied here that there is some contribution to 

improvement, in practice the inspectors remit is not to advise, merely to observe and 

report. This appears to be a wasted opportunity where inspectors who are in a position 

to identify good practice in a host of institutions are not in a position to use this 

information to support the development of others. It may be argued that this contributes 

to the expressed notion that the inspection process is no more than a policing activity 

as no contribution is made to improving quality during the process. Furthermore, one of 

the stated principles of inspection is to ‘enable themes of national significance to be 

pursued and reported’ (Ofsted, 2006:5) again signifying a monitoring rather than 

enhancing role.

The inspection process in colleges reflects the measurement of outcomes and 

benchmarking previously referred to in this thesis (see p14). Five key questions are 

evaluated in part on the learners’ success, retention, attainment, attendance and 

progression data. The overall effectiveness of provision is judged amongst other things 

on ‘whether the provision is well matched to the needs and interests of learners, and is 

responsive to local circumstances and the needs of employers’ (Ofsted, 2006/HMI 

2651:33). Once again we see an emphasis on economic skills and the curriculum offer 

being designed to meet employers’ needs on a local level, which could result in 

restricted choice for potential students wishing to follow more specialised study. It is 

also worth noting that an emphasis on quantifiable evidence demanded by the LSC 

and OFSTED creates a tension for institutions where a wealth of qualitative evidence is 

readily available to demonstrate the impact of tutorial support on the learner. Despite 

guidance on acceptable evidence cited in the inspection handbook being ‘any other 

evidence, whether or not quantifiable, that indicates learner’s progess, their spiritual, 

moral, social, or cultural development, or their contribution to the community’ (Ofsted 

2006/HMI 2651:45) statistical data are generally favoured.

Spiritual, moral, social and cultural development form an integral part of the tutorial 

curriculum, however, they are considered as evidence under key question 1, whereas 

tutorial provision is evaluated under key question 4. The inspectorate map the five key 

questions evaluated during the inspection against the ‘Every Child Matters’ (ECM) 

themes as shown in Figure 1 overleaf.
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Figure 1: OFSTED Inspection Key Questions Mapped Against Every Child Matters 
Themes

Outcomes for Children (ECM) Key Question
1. Being Healthy KQ4. How well are learners guided and 

supported?
2. Staying Safe KQ5. How effective are leadership and 

management?
3. Enjoying and Achieving KQ2. How effective are teaching and 

learning?
KQ3. How well do learners achieve?

4. Making a positive contribution KQ3. How well do programmes and activities 
meet the needs and interests of learners?

5. Achieving economic well-being KQ4. How well are learners guided and 
supported

During inspection managers responsible for student services, additional learning 

support and tutorial provision will be the main providers of evidence for key question 4. 

But tutorial cannot be separated out in such a simple manner. For example, tutorial has 

a curriculum element and is therefore relevant to key questions 2 and 3. It also includes 

a pastoral element that contributes to learner’s achievement and is therefore also 

relevant to key question 1. A number of managers responsible for tutorial provision 

have emphasised their concerns during Further Education Tutorial Network (FETN) 

meetings about perceptions of how tutorial provision contributes to the whole 

curriculum offer. The tendency during inspection is for tutorial to be considered as a 

contribution to student retention and as a vehicle for identifying additional learning 

support needs. Responsibility is placed on tutorial for developing Individual Learning 

Plans (ILPs) and monitoring student progress. It has also been noted that despite these 

responsibilities little direct mention is made of tutorial in inspection reports and when 

this does occur the remarks tend to be generalised for example ‘Significant 

improvements have been made to the tutorial system’. This may well be one of the 

contributing factors to the low priority it receives in funding, planning, staffing and 

timetabling.

The ‘Developing a Coherent 14-19 phase of Education’ report (Ofsted, 2005) draws on 

the outcomes of the programme of area wide inspections including Ofsted inspection of 

colleges between summer 2003 and spring 2005. The purpose of the report was to 

evaluate the progress made in developing a coherent phase of education and training 

for the 14-19 cohort. For the purpose of this research we are concerned in particular 

with their findings relating to support and guidance under which the quality of tutorial 

provision is assessed. The quality of support and guidance overall was found to be 

satisfactory with most schools, colleges and work-based learning providers having well- 

established and effective approaches to personal support for learners, however it was 

found that ‘Support and guidance provided for learners moving between institutions has 

assumed greater importance [and that] much remains to be done in supporting

students who learn outside their home institution’ (Ofsted, 2005/HMI 2442:21).
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Assessment of the support for students in greatest need is not positive. One of the 

main criticisms is insufficient sharing of key information between learning providers 

during periods of transition. This is said to negatively impact on negotiating appropriate 

learning programmes and providing timely additional support. It was also found that 

some tutors did not know their students well enough to support them appropriately or 

have realistic expectations of students’ potential to achieve. To support institutions in 

addressing these requirements the DfES reports ‘Why colleges Succeed’ (Ofsted, 

2004/HMI 2049) and ‘Why Colleges Fail’ (Ofsted, 2004/HMI 2048) provide guidance. 

Key points relevant to tutorial provision drawn from these two documents are:

• Tutorial systems should be consistently applied across the institution
• Support and guidance for part-time students should be as effective as that for 

full-time students
• Tutorials should be formally recorded
• Early identification of students experiencing difficulties improves motivation
• Student support needs should be identified and provided during induction and 

monitored regularly
• Regular progress reviews should be carried out and both long and short term 

strategies should be set
• Target setting should be approached sensitively, should identify students’ 

needs and be effectively monitored
• Support for transition to next destination should be well supported
• Good support systems should be in place

There is an emphasis on consistency and effectiveness in provision and formal 

systems of recording. The reports also emphasise early identification of students’ 

needs and regular monitoring. This has implications for the provision of regular 1-1 

reviews to retain momentum in motivation and identify potential problems before the 

student feels they can no longer cope. In practice however many students do not 

receive timely one-to-one tutoring, other than to engage in the required action planning 

process, until they are in their second term. The situation is often due to poor 

distribution of tutoring hours across the academic year and an imbalance in tutor group 

sizes leading to some tutors with inadequate time to support large numbers of 

students.

2.5 Summary
It is difficult to avoid getting drawn into a debate as to whether my ideology of the 

purpose of Further Education marries with the route the Government is taking. 

However, this chapter is not so much about whether or not I agree with Government 

policy on this issue but how current policy and regulation affects the management of 

tutorial provision at this time and so I will restrict my discussion to this issue.

The managerialism of the education system has introduced detailed and prescribed 

policies driven by measured standards and outcomes (Bottery, 2000:57). The result of 

this is a 'differentiated and hierarchical system, which will more closely aid social
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reproduction/  (Walford; cited by Olssen et al, 2004:200) and one that has become a 

‘stifling and de-motivating educational bureaucratic system’ (Bottery, 2000:78). It is 

intended through the inspection process to seek out evidence of a diversified provision 

aimed at meeting all students’ learning needs, and information on which to base the 

assessment of students’ enjoyment of the learning experience. There is also an 

emphasis on the promotion of personal development and development of employability 

skills. All these aspects impact on the design of tutorial provision, approaches to group 

tutorial activity and content of one to one individual reviews. Quality and accessibility of 

student information, guidance and support together with expectations for individual 

personal development imply regular and effective individual student reviews. Students 

have become consumers and the tutor role has become ‘deprofessionalised’ (Bottery, 

2000:79) as tutors are no longer necessarily ‘the sole, or even main arbiter of the 

decisions taken during this relationship’ (Fertig, 2003:7). The consumer-led approach 

assumes that the student is a stakeholder in tutorial provision therefore policy makers 

seek to gather their views, driven by the Government’s ‘Learner Voice’ initiative. The 

occassion for gathering students’ views is often during group tutorial sessions which 

adds to the complexity of the tutorial curriculum and erodes the time allocated to 

student led activity in favour of serving the needs of the regulatory system.

Alongside attempts to measure and improve the quality of provision in education 

through targets and benchmarking sits the Government’s targets to increase access 

and widen participation. Although the widening participation target is set ultimately at 

participation in Higher Education, implications for schools and Further Education 

colleges can be seen in the partnership initiatives working to smooth progression 

routes and support transition on the path to Higher Education. The Government 

proposes that the new General and Specialised Diplomas will contribute to this aim by 

offering broader choice and more personalised routes than are currently available 

(HEFCE, 2006:72). The Diplomas have been designed to combine academic and work- 

related elements to enable entry into either Higher Education or employment. They are 

to be phased in from 2008 and will offer 14 ‘lines of learning’ related to vocational 

subject areas. The Diplomas will incorporate generic skills, functional skills, personal, 

learning and thinking skills. Although it is said that these skills will be applied and 

assessed within the learners principle learning it is fair to assume that the vehicle for 

developing personal, learning and thinking skills is more likely to be explored within the 

tutorial curriculum so that students are then able to transfer these skills into the context 

of their principle learning. It is claimed that other widening participation activities 

highlighted in the ‘From Elitism to Inclusion’ report have impacted positively on raising 

aspirations however the effect on raising attainment was found to be weak (HEFCE, 

2006:6). It was also found that where student support was increased as part of the
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institutions’ widening participation strategy retention improved and it was suggested 

that this, along with summer schools, master classes, mentoring and good information, 

advice and guidance should be made ‘progressive, sequential and differentiated’ 

(HEFCE, 2006:7). These findings emphasise the centrality of tutorial provision in the 

widening participation strategy as the pastoral that support students receive acts as the 

foundation for accessing additional support, advice and guidance. Although widening 

participation may be considered an antidote to social exclusion in education, it is not 

without its impact on tutorial provision. Whilst contributing to Thomas and Hixenbaugh, 

(2006:116-117) I found that widening participation has encouraged an increase in new 

learners who may for example be the first in their family to attend college or university. 

Such students often bring a range of anxieties relating to family attitude, lack of 

personal support, low self-esteem or self-belief and peer pressure. They may also have 

to contend with any number of additional worries such as financial, welfare or academic 

difficulties. Having successfully recruited learners (traditional or otherwise) into post- 

compulsory education, a duty is placed on the institution to ensure adequate measures 

to support the learners in their endeavours towards academic achievement, 

professional development and personal growth. Some examples of minority groups 

entering as a result of widening participation activities include:

• Early College Transfer students (14 to 16 years old) who opt out of their final 
year at school and undertake vocational study in a Post Compulsory institution. 
These students have often displayed behaviours or attitudes that schools have 
found difficult to manage.

• Care Leavers who face a variety of personal circumstances that may impact on 
their abilities to engage in or maintain Post Compulsory Education. Some may 
for example have missed much of their compulsory education through moves to 
different foster homes and require additional learning support to help with their 
studies.

• Asylum Seekers and Refugees who experience a broad range of deep personal 
and welfare barriers to study. Difficulties can range from no known date of birth 
restricting their ability to enrol for study to a fear of institutions and the giving of 
confidential information.

• Students entering Higher Education through non-traditional routes such as 
vocational or apprenticeship routes.

This list is by no means exhaustive and simply aims to illustrate some of the diversity

that currently exists as a result of widening participation and aims to highlight the

changing nature of tutorial provision as a result. This impact has been picked up by the

QIA and their interest is demonstrated in the Personalisation Pilots currently exploring

the role of pastoral support in reducing barriers to learning. The ‘Every Child Matters’

programme focuses on breaking down barriers to achievement and makes particular

mention of a new route incorporating ‘provision of a tailored programme for each young

person and intensive guidance and support’. This brings with it implications for

adaptations to tutorial provision to specifically meet the needs of 14-16 learners with

‘intensive’ guidance and support, provided through personal tutor review and/or mentor
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support. This labour intensive support holds immense implications for staffing as 

questions relating to who should deliver this support and what level of support should 

be provided are considered. Quality of support for young people in their personal 

development and help in overcoming barriers to learning is also emphasised. The 

strategy targets the need to raise aspirations towards Higher Education and to ‘bear 

down’ on non-completion rates. In relation to tutorial provision, this implies a need for 

an explicit personal development programme differentiated to meet needs at each level 

of learning. There is also an expectation that tutorial provision will support students in 

acknowledging and reaching their full potential and ensure that mechanisms are in 

place to identify and address barriers to learning where students may be at risk of 

disengaging.

The themes running through the various education policies referred to in this chapter 

are centred on increasing the extent to which students can choose their own routes 

through the education system and into employment. The widening participation agenda 

is continuing and there are attempts to draw together the element of choice and 

improved progression routes so that vocational access to Higher Education becomes 

less of a barrier than it is at present. Central to supporting students to follow their 

aspirations and allied to the consumer-led culture is the emphasis on good advice, 

support and guidance. Personalised learning implies greater responsibility on personal 

tutors to enter into a learning alliance with students, where negotiation and flexibility will 

become the norm. This approach also has responsibilities for the student to take 

ownership of their learning and for institutions to support them in becoming 

autonomous decision makers able to reflect on and develop their generic, personal and 

social skills. The emerging challenges for managing tutorial provision are to provide an 

appropriate, flexible curriculum to enable students to become self-sufficient learners, 

and to support them in understanding their individual development needed to achieve 

their aspirations. And, to ensure that tutors understand the nature and purpose of the 

tutorial curriculum to enable them to take ownership of the design and delivery of 

tutorial that meets students generic, personal and social developmental needs. The 

management of tutorial provision will also be challenged with articulating the nature of 

the personal tutoring role, ensuring that personal tutors are adequately supported and 

that they possess the skills, knowledge and expertise to engage in this evolving role.

As the managers of tutorial provision are charged with the responsibility for fulfilling 

these Government requirements and for providing evidence of continuous quality 

improvement, this chapter is essential to understanding the direction in which tutorial 

provision is moving. But there is another to quality for as well as having a need to 

satisfy Government agendas, we have a commitment to satisfy the needs of our
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students. The current directives on personalisation and the learner voice imply that the 

Government and the tutoring community share the same aspirations in providing 

holistic and personalised education. However it cannot be denied that the tutoring 

community has yet to see how these will transfer into our current models of provision 

and how well they will, in practice, fulfil our students’ expectations.

Rather than waiting to see what transpires from these forthcoming implementations we 

can prepare for the impending changes. The exploration of the nature and purpose of 

tutorial provision will give tutors an understanding of students’ perceived expectations 

and colleagues shared perceptions of provision, which they can refer to for guidance in 

relation to the design and delivery of the tutorial curriculum. Furthermore, the 

exploration of the personal tutoring role will contribute to articulating the nature of the 

personal tutoring role and offer an insight into how tutors’ potential to be effective 

personal tutors can be identified, which will support the recruitment of appropriate staff 

to the role. Before moving to discuss the empirical research findings, I will discuss the 

methodology I employed to arrive the conclusions this study provides.
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Chapter 3: Research Methodology

In this chapter, I explore the age-old question ‘What is Truth?’ I understand that it is 

important for me to know what truth is, or at least my sense of truth, if I am to 

competently justify my empirical research methods. This was no easy task. Getting my 

head around the concepts of positivist and interpretivist ideologies was fine, until I 

started to question my own position on the matter. What appears as a couple of lines 

referring to the tensions this question created within me represents weeks of vexation. I 

was more comfortable with considering the notion of inductive and deductive research, 

having been clear from the outset that I was interested in the participants’ perceptions 

and wanted them to tell me what they felt and thought as I was not out to prove or 

disprove a hypothesis I was on a quest for understanding. Having worked my way 

through these issues and assumed the position of an interpretivist researcher I was 

free to consider which interpretivist paradigm to adopt for this inquiry and decided on a 

grounded theory methodology. Consequently, I discuss the grounded theory 

methodology in the context of my research aims, but first I will address the notion of 

truth.

3.1 In Search of Truth

Much philosophising has taken place over the centuries in relation to what truth is and 

how truth may be found. The position a researcher takes as to whether truth can be 

deduced by a logical examination of ‘the facts’ or is created through social discourse 

and sense making is the cornerstone to choosing the type of research they choose to 

undertake. In essence, what we are considering here is whether the researcher 

subscribes to a positivist or interpretivist ideology. The tension this particular 

exploration held for me was in seeing myself on the one hand as very pragmatic, quite 

task focussed and logically ordered in my approach to work, suggesting a positivist 

position. On the other hand, I knew my world to be implicitly understood through my 

experiences, relationships and social interaction, drawing me towards an interpretivist 

position. In deciding which of these two opposing paradigms we identify with, we are 

clarifying our notion of how truth and reality is created. Based on my perspective that 

truth is constructed through social interaction I recognise the existence of multiple 

realities and relate to a subjectivist epistemology of co-creating understandings (Denzin 

and Lincoln 2003:35) and thereby subscribe to an interpretivist ideology. As interpretive 

research engages in a multiple of realities it would not be appropriate to claim I am 

presenting one truth. What I would propose however is that I am presenting a ‘shared’ 

truth developed through a social construction of meaning arrived at and verified by the 

participants. Burns (2000:12) writes ‘qualitative research has made educators and 

other social scientists realise that reality should never be taken for granted, given that
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attention must be paid to the muitipie realities and socially constructed meanings that 

exist in every social context e.g. classroom, hospital ward, workplace’. Here Burns is 

confirming the appropriateness of undertaking qualitative interpretive research in the 

field of education and also draws attention to the complexity of meaning and 

understandings to be found in various social settings, including the classroom.

In identifying myself as an interpretivist researcher, I am choosing to reject the positivist 

tradition on the grounds that I do not accept the notion of one objectively knowable 

truth. To understand more clearly my methodological perspective as an interpretivist 

researcher I have juxtaposed a number of elements that constitute positivism and 

interpretivism as identified by Walliman (2006:19) and Morrison (in Coleman and 

Briggs 2002:15) that help to demonstrate a distinction between the two traditions. The 

interpretivist philosophy is idealism, that is to say people know the world in different 

ways. The opposing philosophical basis of positivism is realism where the truth is said 

to be ‘out there’ and can be revealed by scientifically observing ‘the facts’. Another 

distinct difference lies in the claim for generalisability. Interpretivist researchers present 

the perceptions, interpretations and sense making of the research participants and do 

not claim that these represent the wider population. The participants’ subjective world­

view and life experiences of the phenomena are valued as rich data. The positivist 

tradition however seeks generalisability using various methods of sampling that is 

believed to be representative of the wider population. The role of the researcher is also 

viewed differently by the two traditions. An interpretivist researcher is considered to be 

part of the situation in which the research takes place and the phenomena being 

explored. They bring with them their implicit understandings derived from their own 

experiences acknowledging the existence of their a priori and rejecting the notion of a 

value neutral observer. The role of the positivist researcher is to stand outside the 

research and remain wholly objective so that their pre-conceptions do not contaminate 

the data, which would reduce the validity of the research. They suggest that this 

enables any researcher following the same process to arrive at the same conclusions. 

Respondents in positivist research are considered to be ‘objects’ of research rather 

than part of it. Human characteristics and attributes may be used as variables so long 

as they are observable, therefore opinions, feelings and emotions are not considered to 

be acceptable data. In positivist research therefore we avoid subjective data whereas 

in interpretivist research subjective data are valued.

By deciding whether to adopt an interpretivist or positivist approach, we are also 

deciding between inductive or deductive reasoning. Inductive reasoning is allied to the 

process of interpretation and has been adopted in this study. Inductive research is 

concerned with the 'construction of explanations and theories about what is observed1
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and the emergence of theory, unlike deduction where a hypothesis (theory) is tested 

out (Gill and Johnson 2002:168). The social construction of meaning acknowledges the 

role of reasoning and allows us to accept the meanings each person attaches to their 

stories and experiences as being true for them. Individuals’ subjective reasoning or 

knowing is therefore considered to be a valid contribution to the whole story being told. 

This supports the collection of participants’ perceptions and experiences as data. 

Palmer (1969:107) refers to Dilthey’s proposal that to learn from life is to learn from 

‘human experience known from within’. He quotes Dilthey’s life philosophy thus: ‘That 

which in the stream of time forms a unity in the present because it has a unitary 

meaning is the smaiiest entity which we can designate as an experience. Going further, 

one may call each encompassing unity of parts of life bound together through a 

common meaning for the course of life an “experience” -  even when several parts are 

separated from each other by interrupting events’. This statement illustrates how we 

can capture the myriad of 'unitary meanings’ drawn from people’s experiences and, 

from these smaller pieces, build a picture of a larger shared experience from which 

socially constructed meaning and collective understanding can emerge. Valuing 

inductive reasoning in this study allows shared understanding to emerge through 

socially constructed meaning thereby supporting the purpose of the inquiry.

Socially constructed truth means that each person reads situations and happenings in 

different ways, their perceptions being influenced by previous experience. We refer 

here to our ontology, how we see the world through the lenses of our a priori. 

Thompson (1999:86) referring to Kant (1781) suggests that we cannot know truths 

about the world ‘as it is in itself as we are restricted to seeing the world ‘as it appears 

to us’ using space, time and causality to organise information and make sense of our 

world. Consider this for a moment in the context of the personal tutor relationship. Two 

people sharing the same personal tutor may have very different interaction based on 

their previous learning experience. Where a previous learning relationship has been a 

positive experience, they are more likely to enter into a similar relationship in a positive 

frame of mind. Likewise, a previously unhappy relationship may render that student 

anxious and reluctant. This example illustrates the effect of our a priori at play and 

demonstrates why, as interpretivist researchers, we do not claim to neutrally observe. 

As the social constructionist view of knowledge is that our own truth is created by 

interaction, society and culture it raises questions not only about how we see the world 

but also about control over what we believe or construct for ourselves and about whose 

construction of reality we are engaging in. This point provokes thoughts about ‘self and 

‘self-perception’ in a socially constructed world. Meighan (1986:321-323) explored the 

works of Becker, Douglas, Rist and Hargreaves, and found that teachers’ subjective 

judgements informed their perceptions of pupils and how their perceptions were played
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out in their treatment of those pupils. For example subjective evaluation and labelling 

(based on social class distinctions) by a teacher in the first year of kindergarten was 

then perpetuated year on year. Meighan also notes Hargreaves’ observations of 

comprehensive schools where teachers based their judgement of ‘successful’ as being 

middle class with working class pupils being labelled failures. These findings illustrate 

that interpretations of the truth can directly affect self-perception and the perception 

held by others and also imply that these perceptions may impact on a person’s life 

chances.

The interpretive nature of social science research and the potential for the researcher’s 

pre-conceptions to influence the research are held up as criticisms against it by 

researchers of the positivist tradition. These critics argue that because of these 

elements social science researchers cannot present themselves or their work as 

objective. Being aware of the tensions around what may or may not be accepted as 

‘scientific’ research Norris (1990:169) refers to Baudrillard’s defence that: We have 

now moved into an epoch...where truth is entirely a product of consensus values, and 

where ‘science’ itself is just the name we attach to certain modes of explanation'. This 

statement argues that interpretive research is a ‘scientifically’ acceptable approach to 

creating truth and knowledge, despite the rejection of an objective, value neutral 

researcher. By rejecting a claim for objectivity, we can allow our a priori to contribute 

through a process of reflection bringing a rich and personal contribution to both the 

data and its subsequent analysis. Accepting that the employment of experience and 

reasoning is a successful approach to discovering truth, particularly in the realms of 

social science (Cohen and Manion, 1989:5) and taking account of the co-creation of 

understandings (Denzin and Lincoln, 2003:52) the researcher’s experience in the 

context of the field of study is as valuable as the participants’ in making a useful 

contribution to understanding and making sense of the data. The ‘scientific’ nature of 

interpretive, educational research is further supported by Cohen and Manion (1989:43) 

who explain, ‘...when we speak of social research, we have in mind the systematic and 

scholarly application of the principles of a science of behaviour to the problems of man 

within his social context; and when we use the term educational research, we likewise 

have in mind the application of these selfsame principles to the problems of teaching 

and learning within the formal educational framework and to the clarification of issues 

having direct and indirect bearing on these concepts’. To this end the interpretive 

nature of social science research, its acceptance of a priori as a contributory factor to 

knowing and understanding, and the value placed on the lived experiences of the 

individual makes it an appropriate paradigm in which to undertake an exploration of 

participants’ perceptions and understandings of tutorial in the post-compulsory 

education sector.
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A further consideration when attempting to draw together individual truths, perceptions 

and understandings within a given context is complexity, an aspect previously touched 

on in this chapter. When I use the terms context and complexity I am referring in 

general to the context of the study (i.e. tutorial provision in post-compulsory education) 

and the complexity therein. That is not to ignore however the complexity of truth as we 

have previously discussed for, as we have surmised, when engaging in interpretive 

inquiry complexity exists in the claim for truth. Sekiguchi (1999:1) illustrates this by 

saying The pursuit of truth becomes deeply problematic as a social science because 

what counts as truth is not fixed, but derives in part from social conventions that differ 

among contexts and language games’. Sekiguchi’s assertion that social conventions 

differ among contexts supports earlier proposals by Sapford and Jupp (1996:300) that 

discourse is of particular value when both parties share an understanding the subject 

matter.

Interpretive research therefore benefits from participants understanding the problem 

which is achieved by involving those who can share experience of the phenomena 

central to the inquiry. Consider for a moment the context in which this study takes 

place, i.e. colleges of Further Education as providers of post-compulsory education. 

These institutions house a range of social groupings that create their own identities. 

Broadly speaking, there are students and staff but these can be broken down into 

further sub-groups. Students for example may identify themselves as a Further 

Education or Higher Education student. They may also identify themselves as 1st, 2nd or 

3rd year students and also by the academic or vocational studies they are undertaking. 

In the same vein, staff may see themselves as academic or support, their group 

identity, in part, being dictated by the organisational structure their institution adopts. 

Academic staff may consider themselves in relation to the school or faculty in which 

they work or the course team(s) in which they teach. Support staff likewise may 

consider themselves to be part of a specialist team such as counselling or careers 

guidance.

These are examples of how ‘Social order exists only as a product of human activity’ 

and therefore ‘social order is the result of past human activity’ (Berger and Luckmann 

1966:51-55). During their exploration of ways in which we discover how social reality 

and social phenomena are constructed Berger and Luckmann identified actions and 

processes from which shared realities or truths emerge and proposed that social order 

is not part of the ‘nature of things’ and it cannot be derived from the ‘laws of nature’. 

We can see this played out in organisational behaviour where, as Mullins (1990:485) 

describes ‘The culture of an organisation includes prevailing patterns of behaviour, 

values, attitudes, beliefs, norms, sentiments and technology. These characteristics

37



enable the differentiation among organisations’. The point being made here is that an 

individual’s interaction with others in the organisation will be influenced to some extent 

by the identity adopted by the social groups they belong to and the shared values and 

belief systems within those groups. The complex nature of colleges as described here 

creates challenges for the implementation of institution-wide policy and procedures and 

the ‘parity’ of provision sought by the inspectorate as an indication of quality. Garvey 

and Aired (2002), in referring to three types of systems: stable, unstable and complex, 

describe a complex system as both stable and unstable and point out that although 

there are rules these can be either local or found elsewhere in the organisation. This 

explanation relates well to personal tutoring when considering for example general 

rules in terms of frequency of meetings and topics for discussion and how the 

institution suggests support should be administered. These may appear as clear rules 

or guidelines however, the rules of social interaction paired with, for example, 

differences in tutors’ attitude towards learning as highlighted by Barnes and Shemilt 

(1992:144), will make for a variety of different outcomes. As Byrne (1998:14) referring 

to Nicolis suggests inter-relationships in particular between the social and the natural 

‘may change in ways which do not involve just one possible outcome’. The same may 

be said of the tutorial curriculum. For example, where an institutional framework is 

provided, the curriculum will nevertheless differ across the institution as each 

programme area will interpret that framework in relation to the needs of their student 

group. This has implications for flexibility in design and implementation of the tutorial 

curriculum, modes of delivery and methods for measuring the quality of provision 

required by the regulatory bodies. As Garvey and Aired (2000) point out, in a complex 

system there needs to be a readiness and ability ‘to compromise, to be resilient and 

accept that there may not be a ‘right’ answer’. In order to afford flexibility however we 

return to the question of general rules and consider how explicit these may be and how 

well they might be understood. To explore this in the context of this study means 

generating an understanding of the general rules in relation to what students and tutors 

perceive the purpose of the tutorial curriculum to be and the expectations surrounding 

the personal tutoring relationship.

Recognising the value of a theory derived from practitioners’ implicit knowledge of 

working practices contributes to the potential for interpretivist research to create theory 

to inform practice. This is a particularly important aspect for me in this study because in 

my job role the question personal tutors ask most frequently is ‘How?’ They want to 

know how they begin to design tutorial curriculum, how they can work best to help 

individual students, how they can know they are doing a good job and how they can 

improve their practice. Gill & Johnson (2002:168) propose 'human beings are able to 

attach meaning to the events and phenomena that surround them, and from these
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interpretations and perceptions elect courses of meaningful action which they are able 

to reflect upon and monitor', confirming that as well as offering description and 

meaning interpretivist research can hold practical purpose and application. Being able 

to contribute to the understanding of tutorial practice by informing the decision making 

process, as well as contributing to the general body of knowledge relating to tutorial 

development, serves the purpose of this study.

Within the interpretivist tradition there are a number of methods or techniques that may 

be employed all of which acknowledge individual subjectivity and the social 

construction of meaning. Pure interpretivism, that which totally rejects objectivity in 

terms of cause and effect, includes phenomenology, ethnography, ethnomethodology 

and symbolic interactionism (Walliman 2006:24-25). Morrison (in Coleman and Briggs 

2002:15) offers the following brief descriptions of interpretivist paradigms:

• Phenomenology, an attempt to see things from the point of view of others, 
exploring the meanings of events and phenomena from the subjects’ 
perspectives

• Ethnomethodology, drawing on participant observation, unstructured interviews 
and more recently discourse analysis

• Naturalism, which avoids artificially interfering with the participants’ world to be 
able to capture their view of the world as they see it

• Ethnogenics, as a framework for understanding structure and order in the 
analysis of social action and the understanding of ‘episodes’ in social life

• Symbolic interactionism, a process of interpretation and sense making based 
on the premise that people react to things on the basis of the meaning those 
things hold for them and that meaning is derived through social interaction with 
others..

These brief but helpful descriptions give a flavour of the various interpretivist 

approaches that can be taken in the search for understanding and meaning. It appears 

however, that grounded theory has been neglected in Walliman’s (2006:24-25) and 

Morrison’s (in Coleman and Briggs 2002:15) considerations of interpretive 

methodologies. Walliman (2006:48) however later refers to grounded theory as a 

strategy as does Robson (2002:191) who describes it as a strategy for doing research 

and a particular style of analysing data appropriate for qualitative studies. Strauss and 

Corbin (1998:4) and Denscombe (2003:109) however refer to grounded theory as a 

methodology adopted by those engaged in the study of human interaction and 

exploratory research focussed on particular settings. Grounded theory is noted to be a 

particularly useful methodology in the field of education (Strauss and Corbin, 1998:4) 

as it acknowledges practitioners’ contribution to developing conceptual models and 

theories from experience in their working practices (McKernan 2000:52).

I have spoken of the inductive nature of this inquiry and the social construction of 

meaning within the context of this study. I have also made reference to the value of 

individuals’ experience and perceptions and a desire to derive practical application
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from the theory created. These are the elements that have drawn me towards 

interpretive inquiry. I will now move to discuss my reasons for adopting a grounded 

theory approach from a methodological perspective. Grounded theory as a process of 

data collection and analysis is addressed in Chapter 4 under research methods.

3.2 Grounded Theory Methodology

The pragmatist within me (see p33) compels me to achieve a practical as well as 

theoretical contribution to benefit the tutoring community. Grounded theory offers such 

an opportunity for, as Denscombe (2003:112) quoting Locke points out, ‘Grounded 

theory acknowledges its pragmatist philosophical heritage in insisting that a good 

theory is one that will be practically useful in the course of daily events, not only to the 

social scientists, but also to laymen. In a sense, a test of good grounded theory is 

whether it works on the ground'. In acknowledging links to pragmatism however, 

grounded theory has been open to the charge that it suffers epistemic-dualism, 

particularly when consideration is given to the methods of coding and categorisation 

which appear to be indicative of a pragmatic, positivist approach. In response to this 

accusation, Glaser and Strauss (1967) draw attention to how the practical benefits 

derived from grounded theory are in effect due to its pragmatic approach. I would 

support this defence with a reminder that grounded theory makes use of qualitative 

data including interviews and text, lending itself to postmodernist interpretive inquiry. I 

would also propose that engaging in the narrative, the perceptions and socially 

constructed meanings to build theory is what makes grounded theory appropriate to 

social science research. The coding performed as part of the grounded theory process 

is a method of analysing and organising the emergent themes from the participants’ 

original sense making but does not in itself create meaning. The participants are co- 

creating meaning through their social interaction and shared experiences (see p53). 

Furthermore, grounded theory requires that the creation of theory moves beyond 

simply identifying emergent themes. This is why systematic analysis is required 

(Denscombe 2003:109) rather than ‘simply allowing the data to speak for itself (Glaser 

and Strauss 1967). Systematic analysis saves the research from remaining a 

description of ideas and moves it towards a theoretical contribution to understanding. In 

order for the researcher to undertake effective analysis in can be argued that their 

previous experience in the field, their observations within the social setting, and 

interaction with the research participants together offer a theoretical basis from which 

analysis can begin. As Walliman (2006:24-25) suggests, developing theoretical ideas 

without some prior theoretical standpoint is hard to achieve.

The grounded theory approach in this study creates theory through the exploration of 

participants’ perceptions of tutorial provision within the context of post-compulsory
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education. The participants were drawn from two broad categories i.e. groups of 

students and groups of personal tutors. This was in order to obtain shared perceptions 

from the 'receiver' groups and the 'deliverer' groups based on their prior experience 

and understanding of the phenomena. As I was seeking a collectively constructed 

understanding from each of these two broad communities rather than a deconstruction 

of the groups' individual perceptions, further stratified sampling would not serve any 

additional purpose. As Denscombe (2003:110) suggests, there is no need for 

representative sampling (referring here to a representative population sample of 

respondents traditionally found in quantitative research) in order to support the claim 

for generalisability. Instead, grounded theory calls for theoretical sampling as described 

by Strauss and Corbin (1998:214) who propose ‘ When building theory inductively, the 

concern is with representativeness of concepts and how concepts vary dimensionally’. 

They go on to say We are looking for events and incidents that are indicative of the 

phenomena and are not counting individuals or sites per se, each observation, 

interview or document may refer to multiple examples of these events’. To this end, the 

sampling concentrates on engaging both groups (students and tutors) in exploring the 

emergent themes as the research progressed to achieve representation from both 

parties on concepts relevant to the inquiry.

The inductive nature of this methodology follows the principle of grounding the 

emergent theory in empirical data (Denscombe, 2003:110) and allows the research to 

lead the way by ensuring that ‘the theory is developed and refined as data collection 

proceeds’ in a ‘continuous data collection process interlaced with periodic pauses for 

analysis.’ (Walliman, 2006:47-130). During this study I found that through a continuous 

cycle of data collection, analysis and refinement any preconceived notions I may have 

held about how the research might develop were superseded by unexpected themes 

emerging as the study developed its own identity. For example, since the question of 

interaction within the tutoring relationship unexpectedly arose out of the data initially 

gathered to explore the purpose of the tutorial curriculum, it became part of the 

participants’ story and was therefore explored as an additional strand to the study. This 

demonstrates how, as the researcher, I undertook to stay true to what the data 

illustrated and to create theory on that basis. Staying true to the data brings into play a 

further grounded theory principle outlined by Denscombe (2003:109), the researcher's 

capacity to start out with an open mind. I hasten to add that this does not imply that the 

researcher would be void of any prior assumptions or understandings. As Denscombe 

(2003:110) qualifies quoting Glaser and Strauss (1967:33) To be sure, one goes out 

and studies an area with a particular...perspective, and with a focus, a general question 

or problem in mind. But the researcher can (and we believe should) also study an area 

without any preconceived theory that dictates, prior to the research, 'relevancies' in

41



concepts and hypothesis'. This statement acknowledges a researcher's pre­

understandings but warns against allowing one’s a priori to interfere with how the data 

is interpreted. Strauss and Corbin (1998:34) also propose that it is not appropriate to 

enter the research with preconceived concepts as both concepts and design should be 

emergent. Tolerance for ambiguity, flexibility in design and ‘a large dose of creativity" all 

contribute to arriving at theory grounded in the data. Being aware of the potential 

pitfalls prepared me to manage the situation and to consider carefully how I might 

confirm that the meaning I was making of participants comments were what they 

collectively wanted to say. Strauss and Corbin (1998:58) refer to the microanalysis in 

grounded theory, the taking apart, examination and interpretation of data, working with 

pictures, words, sentences and so on. They point out the range of interpretations that 

can be given to a word or sentence and gives warning to the researcher that they must 

be aware of jumping to their own theoretical conclusions by considering all plausible 

assumptions. My strategy for addressing these issues was to present my analysis to 

the participating groups where they were encouraged to critique the findings in the light 

of their understanding. This activity also allowed me the opportunity to build on the 

findings and to draw a line under them when we had reached a point where ‘theoretical 

saturation’ (Strauss and Corbinl998:292) had taken place. In undertaking this 

inductive process, I believe my methods fit well with the notion that grounded theory is 

developing in nature, allowing relevant themes to emerge as a natural process through 

visiting and re-visiting the data and acknowledging that in inductive inquiry the theory 

cannot be predicted from the start.

I have referred to both Glaser and Strauss (1967) the originators of grounded theory 

and the subsequent partnership of Strauss and Corbin (1998) as developers of 

grounded theory methodology and would like to take a moment to acknowledge the 

philosophical divide that subsequently emerged between the originators. Barney Glaser 

and Anselm Strauss (1967) developed a ‘general method of comparative analysis 

which would allow for the emergence of categories from the data as an alternative to 

the hypothetico-deductive approach in social research’ (Kelle, 2005). Following their 

joint work on The Discovery of Grounded Theory, Glaser (1978) produced the book 

entitled Theoretical Sensitivity in which he paid particular attention to the nature of 

theory and its emergence from the data. In 1990 Strauss and Corbin set out clear 

guidelines for undertaking grounded theory research in Basics Of Qualitative Research: 

Grounded Theory, Procedures and Techniques to which Glaser (1992) responded with 

a damning critique in Basics of Grounded Theory Analysis: Emergence v Forcing 

(Goulding, 2002:2). The differences between Glaser’s and Strauss’s concepts and the 

precursor to Glaser’s charge against Strauss and Corbin was that their methods in the 

coding paradigm led to a forcing rather than emergence of theory from the data (Kelle,
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2005 and Goulding, 2002:2). Glaser and Strauss (1967) therefore share joint 

intellectual ownership as originators of the grounded theory methodology, but ultimately 

part company in relation to their attitudes to procedure (Goulding, 2002:2). As a 

researcher, I did not want to blindly follow the guidelines provided by Strauss and 

Corbin just because, as Rennie observed ‘The works of Strauss and Corbin have a 

resounding edge over Glaser’s monographs, according to the citations in literature. The 

appeal of the Strauss and Corbin version probably comes from its promise of simplicity, 

procedural structure and verifiability’ (cited by Glaser, 1998:39). Instead, I wanted to 

understand enough about the differences in the application of grounded theory 

between the two originators to be able to make an informed decision as to which path I 

would take in applying the grounded theory method. To this end, in the following 

chapter on the research methods employed, reference will be made to both Glaser’s 

and Strauss’s perspectives on procedures in grounded theory and how they relate to 

the research methods employed during this study.

3.3 Methodological Conclusion

The purpose of this interpretive inquiry is to explore the meaning of a phenomenon 

(tutorial provision) and events (personal tutoring) in the context of post-compulsory 

education, from the participants’ (students’ and tutors’) perspectives. In positioning 

myself as an interpretivist researcher and seeing truth as a social construct, I recognise 

that people see the world in different ways and therefore there cannot be one truth. 

Holding to the notion that reality is constructed through social discourse and 

recognising the existence of multiple realities I relate to a subjectivist epistemology of 

co-creating understanding. With multiple realities comes complexity which, although 

requiring some form of stable rules, also requires flexibility as there is no one right 

answer (Garvey and Aired 2002) just as with multiple realities there is no one truth. 

Social construction rejects the value neutral observer however interpretive research is 

nevertheless deemed to be a ‘scientifically acceptable’ approach to research in the 

social sciences (Norris, 1990:169). Indeed, Cohen & Manion (1989:5) together with 

Denzin and Lincoln (2003:35) value the contribution made possible by the researcher’s 

reflection on their own experiences that relate to the phenomenon being explored. 

Capturing perceptions and socially constructed meanings of participants in the field to 

build theory makes the emergent grounded theory process an appropriate methodology 

for this study. The benefit of this is recognised by Denscombe (2003:12) and Gill & 

Johnson (2002:168) in the practical application that grounded theory offers in the field. 

As I have acknowledged a desire for this research to contribute to the practical 

development of tutorial provision, grounded theory is a relevant methodology to adopt.
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The justification for adopting a grounded theory methodology is also supported by 

previous studies where grounded theory principles and practices have been used 

extensively in education research (Charmaz; cited by Gray, 2004:330). Grounded 

theory has also been used to explore a wide range of management issues (Goulding, 

2002:50) such as leadership studies (Parry, 1998; Hunt and Ropo, 1995) self-identity at 

work (Kimle and Damhost, 1997) strategic alliances (Lang, 1996) and cultural issues 

(Turner, 1981, 1988). These examples of grounded theory in practice serve to 

demonstrate its usefulness in researching phenomena related to ’people, their 

behaviour, relationships and communication’ and the ‘transcending nature of grounded 

theory and its potential for application in the field of management research’. (Goulding, 

2002:50-51). Enthused by the potential for my research findings to be applied in 

practice, I endeavoured to learn about the method and process that makes grounded 

theory what it is and how it can be applied to my research. My understanding of the 

grounded theory method is discussed in the following chapter where you will also find a 

detailed account of the research activities, methods of data collection and subsequent 

analysis performed.
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Chapter 4: The Research Method

In this chapter, I give a chronological overview of the research activities and discuss 

the methods of data collection and analysis employed. Where appropriate I will 

consider the differences between Glaser and Strauss in their approach to grounded 

theory in practice, making clear the route I have chosen to take and the reasons for 

that choice. For clarity, the inquiry’s methods of data collection and analysis will be 

discussed separately however we should be aware that this does not occur in practice 

as in grounded theory data collection stages are not separated from the interpretive 

process (Goulding, 2002:72). What we see in grounded theory is a perpetual shift back 

and forth between data and analysis that leads to further data collection as themes 

emerge creating additional strands to be explored until saturation has occurred. 

Furthermore, constant verification is built into grounded theory through constant 

comparison (Glaser, 1998:4). The process is not linear and straightforward, rather it is 

‘cyclical and multi-levelled’ (Glaser, 1978:22) which is why he warns that a grounded 

theory researcher must be able to ‘tolerate confusion and regression whiist remaining 

open, trusting to preconscious processing and to conceptual emergence’ (Glaser, 

2004:43). By the end of this chapter therefore you will have an overview and rationale 

for the research strategy and methods employed, to act as a foundation to 

understanding the discussion of how the theory has emerged as the research 

progressed, set out in the subsequent chapters.

Strauss and Corbin (1998:xi) describe their method of grounded theory as a ‘fluid and 

flexible approach to data analysis’ and propose that their book ‘Basics of Qualitative 

Research’ is ‘...not a recipe book to be applied to research in a step-by step fashion’. 

Glaser (1999:841) also refers to flexibility describing his approach to grounded theory 

as a ‘readily modifiable’ method. The differences between Glaser and Strauss are not 

apparent at first glance however differences do exist between these two originators of 

grounded theory, which are inherent in their approaches to coding and in relation to 

theoretical sensitivity. At first I thought that I would be required to choose one author 

over another and stick rigidly to their rules of procedure however, as I looked more 

closely at the two perspectives it became clear that the flexibility they both advocate 

makes best fit for the research the important factor. On this basis, where the methods 

of Glaser and Strauss differ, I have chosen to follow the most appropriate method at 

each stage of the research process. At the same time I held to the principles of theory 

being ‘discoverecf through emergence that allows the freedom to ‘explore’ rather than 

'check out the field of inquiry as ‘Grounded theory is experiential in the nature of doing 

if  (Glaser, 1998:102). I will discuss these differences as they occur in this chapter but 

first I will begin with a description of my approach to the research activity.
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4.1 The Research Activity

The empirical research took place within two post-compulsory institutions however the 

forum for analysis and critique of the findings was also taken outside these institutions 

in order to engage with others working in the field. Both institutions are situated in the 

Yorkshire and Humber region and provide a broad range of Further and Higher 

Education programmes across several campuses. The participating institutions are 

situated in similar economic areas, both of which are still recovering from the decline of 

the coalmining industry and seeking to address the skills needs of the local population. 

Progression to full-time education at sixteen years of age is below national average in 

both districts. Although the inquiry took place in two institutions I would like to be clear 

that the intention of the study was to develop shared understanding and was not to 

compare provision between the two institutions and therefore no attempt was made to 

do so. The reason for the two institutions being involved was a change in my place of 

work during the study. By moving from one institution to another the focus of my job 

role changed from managing tutorial provision in Higher Education to tutorial provision 

in Further Education. This situation offered an opportunity for any differences in 

perceptions of provision between students studying Further and Higher Education to 

emerge however again comparison was not the intended purpose of the inquiry. The 

following table chronicles the process of investigation.

Figure 2: Chronological Record of Empirical Research Activities
Date Activity

Research began in College X
14tn May 2001 Higher Education Student Questionnaire
5tn March 2002 Higher Education Student Focus Group: Tutorial Provision
11in June 2002 Higher Education Student Focus Group: Tutorial Relationship
15in May 2003 Tutor Focus Group: Tutorial Provision & Tutoring Role
3ra July 2003 Tutor Focus Group: Tutorial Provision & Tutoring Role
Research moved to College Y
29in June 2004 Tutor Focus Group: Tutorial Provision & Tutoring Role
10in November 2004 Tutor Focus Group: Personal Tutoring Role and Skills
8in December 2004 Tutor Focus Group: Personal Tutoring Skills & Qualities
6tn April 2005 Student Focus Group: Tutorial Provision
6in June 2005 Student Focus Group: Personal Tutoring Skills & Qualities
20in-27in June 2005 Further Education Student Questionnaire
19in June 2006 Verifying and Expanding the Model of Tutoring Styles
20in June 2006 Verifying and Expanding the Model of Tutoring Styles
21st June 2006 Verifying and Expanding the Model of Tutoring Styles
3ra July 2006 Verifying and Expanding the Model of Tutoring Styles (External)
12in February 2007 Validating the Exploratory Tool
14tn February 2007 Validating the Exploratory Tool

The table demonstrates the grounded theory methodology in practice as data collection

if followed by periodic pauses for analysis (see p41) and where emergent themes are 

explored and revisited in a cyclical and multi-levelled process (see p45).
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A purposive approach to sampling (Coleman and Briggs, 2005:101) was undertaken to 

engage with tutor and student groups within each institution. External forums were also 

utilised thereby creating opportunities to draw on experiences and perceptions from the 

wider tutoring community through presentation and discussion at a number of 

conference workshops. This approach also reduced the reliance on participants known 

to each other or the researcher, and the potential for bias, recognising that focus 

groups in organisations can lead to some form of acquaintanceship being unavoidable 

(Morgan, 1997:30). The participants were drawn from the two post-compulsory 

educational institutions for a number of reasons. Firstly, the research was initiated in 

the first institution in part to inform management decision-making in relation to the 

development of tutorial provision. Secondly, the participants in both institutions were 

easily accessible to me for research purposes and thirdly, both institutions were similar 

in size and provision i.e. Further and Higher Education cohorts and patterns of tutorial 

delivery. The research participants were chosen on the basis that were either:

• A recipient of tutoring (students) or
• A provider of tutoring (personal tutors)

Creating homogeneity of participants is vital to their ability to share a discussion of the 

research topic (Morgan, 1997:38) therefore tutors and students were seen as two 

separate cohorts. The data collection activity was designed to draw on the experiences 

and perceptions of tutor and student groups across departments in each of the 

institutions. As the majority of tutors in both institutions were at the time involved in 

tutorial for both Further and Higher Education courses (since this study the first 

institution has given its Higher Education courses over to a local university) it was not 

appropriate to attempt to separate their perceptions relating to Further and Higher 

Education. This assumption was corroborated by the tutors’ references to ‘students’ per 

se and not to Further or Higher Education students as separate cohorts.

Personal Tutors were easily identifiable through their job role within the institutions 

which made direct contact with participants representing this group relatively simple 

using staff development sessions. Meetings were scheduled and personal tutors were 

invited to attend via staff email and the intranet notice board. The potential student 

group was much greater in number and diverse in nature as the targeted cohort 

included sub-groups such as students undertaking full-time or part-time modes of study 

and students studying at various levels and years of study. In addition to the qualitative 

research data I was seeking to obtain for this inquiry, there was also a requirement to 

identify certain quantitative data for internal management information purposes. This 

led to a more strategic approach to reaching student participants than would normally 

be required in grounded theory as representative population sampling is not essential 

in grounded theory (Denscombe, 2003:10) and random sampling is rarely useful in
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selecting focus group participants (Morgan, 1997:35). To engage with potential 

participants who had experience of tutorial provision either as a student or tutor, an 

essential pre-requisite for participating in this inquiry, a balance had to be struck 

between serving the purpose of the institution and of the research. To this end I began 

the inquiry by sending out questionnaires to students on a range of different courses, at 

different levels and stages of study, incorporating both male and female and a range of 

age groups. This sampling served the needs of the institution whilst acting as a first 

point of contact for the research inquiry by including the opportunity to register their 

interest in participating in forthcoming focus group meetings. All students expressing an 

interest in participating were invited to do so. In the first institution all the student 

respondents were studying Higher Education, as this was the cohort aimed at by the 

institution for which tutorial development was deemed to be necessary. In the second 

institution, despite the questionnaire being open to all students attending the college 

and made available via the student intranet, all the students responding were following 

Further Education courses.

In addition to using access to the student and tutor populations within these two 

institutions, external tutors were engaged in subsequent analytical stages of the 

research. This was achieved through the NAMSS (National Association of Managers of 

Student Services) and the HEA (Higher Education Academy) conference workshops. 

Discussions were also held during FETN (Further Education Tutorial Network) 

meetings regarding the nature of tutorial and influences affecting tutorial development. 

Presenting the research as it developed and engaging with participants in the wider 

tutoring community made participants less likely to be known to myself or each other, 

reducing bias where participants are recruited from a limited number of sources 

(Morgan 1997:35-37). Riley (cited by Goulding, 2002:89) recommend that external 

reviewers are invited to consider the data and offer interpretations in order to check 

consistency as well as returning to the original participants for their opinions on the 

developing theory in the early stages of collection, interpretation and abstraction. 

Taking the research activity outside of the two institutions also enabled me to assess 

whether saturation of the data had been reach or whether new themes were still to 

emerge that had not been previously considered. I also found it useful to have a ‘fresh 

pair of eyes’ to consider the analysis to see whether the process and findings appeared 

logical to practitioners that had not been involved in the early stages of the inductive 

process. I found that by not being involved in the earlier stages these participants were 

able to critique the findings without a sense of loyalty to what had come before and 

were more open (and sometimes harsh) in their criticisms than those closer to the 

original data.
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It is important to engage with participants who have some knowledge or experience of 

the phenomena under investigation in order for them to contribute to the data collection 

however this should be organised in the light of theoretical sampling which is essential 

in grounded theory. Theoretical sampling is ‘..the process of data collection for 

generating theory whereby the analyst jointly collects, codes and analyses his data and 

decides what data to collect next and where to find them, in order to develop the theory 

as it emerges’, Glaser (1978:36). In theoretical sampling groups are chosen based on 

need and where the researcher is most likely to find the information relating to the 

general phenomenon and latterly in relation to the emergent themes or codes as the 

research develops (Goulding, 2002:67-68). ‘The general procedure for theoretical 

sampling is to elicit codes from the raw data from the start of the data collection 

through constant comparative analysis as the data pour in. Then one uses the codes to 

direct further data collection, from which the codes are further developed theoretically, 

with properties and theoretically coded connections with other categories until each 

category is saturated. Theoretical sampling on any category ceases when it is 

saturated, elaborated and integrated into the emerging theory (Glaser; cited by 

Goulding, 2002:68). Constant comparison takes place from the start as data is 

compared like with like to identify emerging patterns and themes that facilitates the 

identification of concepts. The theory can only be presented when all core categories 

are saturated.

When speaking of data, it is said that social scientists have abandoned the choice 

between qualitative and quantitative research and instead are focussing on the 

problem of which methods to use at what point (Cohen & Manion 1989:42). Glaser 

(1998:8) proposes that ‘All is data’ arguing that pre-supposing what data should be 

used restricts the generative aspect of the process. Strauss and Corbin being of the 

same mind do not preclude any types of information from being data but do refer to a 

necessity for the data to be relevant to the phenomenon being studied (Strauss and 

Corbin, 1998:42). This perspective offers freedom to collate any information, incident or 

observations that will inform the inquiry. As the main focus of this inquiry is on exploring 

perceptions and experience rather than measuring or testing a hypothesis there was a 

concentration on the collection and analysis of qualitative data. A multi-method 

approach was adopted that combined a number of data collection activities (Morgan, 

1997:2). This approach is often used as it strengthens the research by balancing out 

some of the differing strengths and weaknesses of each method (Gray, 2004:33). The 

focus in designing the methods of data collection was to create accessible techniques 

that would enable the respondents to communicate their perceptions and meaning in a 

way that they could understand and engage in. Robson (2002:191) suggests that 

interviews are the most common method of qualitative data collection but that
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observation (participant or otherwise) and the analysis of documents may also be used. 

However Morgan (1997:61) simply suggests that 'the most basic method of determining 

what the participants think is important is to ask them'. For this reason, a questionnaire 

was employed to begin the inductive process by generating some initial comments in 

relation to perceptions of tutorial provision for discussion during subsequent focus 

groups and also to identify potential participants for the focus group activities. As the 

aim of the study is to achieve a shared understanding, individual interviews were not 

appropriate, as they would not allow for discussion between participants therefore a 

number of focus groups were used, incorporating a range of data collecting activities.

Questionnaire

The first questionnaire (Appendix 1) was employed to initiate contact with potential 

student participants and to generate preliminary qualitative data. The qualitative data 

obtained from the questionnaire was used to inform preparations for the first focus 

group meeting, the inquiry’s main approach to data collection. The questionnaire was 

also designed with the intention of collecting management information to inform the 

college's tutorial development activities. The questions were intended, in part, to 

investigate students’ expectations and perceptions of tutorial provision, what they 

hoped it would contribute in relation to their studies and what they found particularly 

useful or not so useful in the current provision they received. Group tutorial and 

individual tutorial were addressed as two separate aspects of provision. The 

questionnaire design involved both open and closed questions. Closed questions were 

developed in order to gather quantifiable data in relation to patterns of use/demand and 

activities undertaken. For example:

Q34: In which areas did you feel particularly unprepared? Please feel free to tick more
than one response.
Subject of study □
Essay writing □
Report writing □
Communication skills □
Computer skills □
Presentation skills □
Level of numerical skills □
Spelling and grammar □
Organisational skills □
Problem solving □
Taking responsibility for own progress □
Working as part of a group □

Open questions were designed to gather qualitative data that would form the basis for 

discussion in the planned student focus groups, for example: ‘What do you think is the 

best aspect of Group Tutorials?'
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The first questionnaire was circulated to 300 students at the latter end of the academic 

year. This was to ensure that the respondents in Year 1 had experience of tutorial over 

a long enough period of time for them to make comments about the provision and any 

effect they might feel it had on them and their learning experience. The strategy 

employed to distribute the questionnaire was to use the registration file provided by the 

student records service in the College. Every 10th person was highlighted on the 

student list. A questionnaire was then sent out for them to complete. Of the 300 

questionnaires distributed, 67 responses were returned. The pattern of respondents is 

shown below

Fiqure 3: Pattern of Higher Education Student Respondents
Current Year Of Study 1st Year 

46.3%
2na Year 
44.8%

3ra Year 
3.5%

No data 
3.4%

Attendance Full time 
92.5%

Part Time 
5%

Distance
0%

No data 
2.5%

Age Group 16-20
68.7%

21 + 
31.3%

Gender Male
35.8%

Female
61.2%

No data 
3%

The responses to the questionnaire were collated and some statistical analysis 

performed on the closed questions in order to identify any patterns in usage and 

perceived needs in content, which formed part of the management report. The 

qualitative data was noted in preparation for the planned student focus group meetings 

where comments were to be clarified and further explored. At the end of the 

questionnaire respondents were invited to indicate whether or not they would be willing 

to participate in future discussions. A total of 22 students responded positively to this 

invitation out of which 11 were continuing their studies at the College the following 

academic year and therefore available to take part. When the first student focus group 

was held 5 of the 11 continuing to study at the college took part.

The second questionnaire (Appendix 2) was employed in June 2005 on this occasion

however the students were following Further Education as opposed to Higher

Education courses. The questionnaire was again used as a means of engaging with

potential student participants and also in order to gather further qualitative data. The

juxtaposition of this data with the previous data would suggest whether or not new

themes were still emerging or whether that particular line of exploration had been

exhausted. Tutors were not asked to complete a questionnaire as it was possible to

engage with them directly through the institutions’ internal staff development sessions.

The first questionnaire was used as a template in order to gather data on similar topics

however it was amended to reflect the ongoing developments of the study. The number

of questions was reduced from 35 to 19 by removing some questions that related to the

management data required by the previous institution for planning purposes. The

removed questions included, for example, aspects relating to previous experience of
51



Higher Education and entry qualifications. The question about how students would best 

describe their feelings when starting the course was also removed. This was due to 

findings from the first two focus groups suggesting that students experienced a mixture 

of feelings at any given time and that it would be difficult to say whether those feelings 

were directly related to attending the College or whether other factors such as home 

life, moving away from home, family or peer attitudes were contributing to the feelings 

experienced. Amendments to the second questionnaire were also made in relation to 

the language used to make it accessible to students at all levels of study within the 

institution. Changes were also made to some questions that may have been construed 

as leading rather than inductive, for example where lists of responses were offered 

rather than appearing as an open question.

The second questionnaire was placed on the College intranet for all students to access 

and was promoted by personal tutors during group tutorial classes. The questionnaire 

could be accessed online and either completed online then printed or printed out and 

completed by hand. Boxes were left at reception at each campus for students to hand 

them in. I considered this approach to be the most effective way of reaching the 

majority of students as the questionnaire was made accessible by a variety of means 

however only 73 completed questionnaires were received. This was despite having an 

opportunity to enter a prize draw for submitting a completed questionnaire. The table 

below illustrates the pattern of respondents.

Figure 4: Pattern of Further Education Student Respondents
i r r n n t  A f  A  ^  oT C l \ fCurrent Year Of Study 1sl Year 

68%
2na Year 
18.5%

3ra Year 
11%

No data 
3%

Attendance Full time 
93%

Part time 
3%

No data 
4%

Age Group 16-20
99%

No data 
1%

Gender Male
33%

Female
47%

No data 
20%

The majority (99%) of respondents in figure 4 fall into the 16-20 age category whereas 

in figure 3 the respondents in the 16-20 age category was 68.7%. This is due to the 

first questionnaire being directed at Higher Education students and the second 

question being open to both Further and Higher Education students. There were less 

2nd year respondents in the second questionnaire due to the timing of the circulation 

that fell at the end of the academic year when many second year students were only 

attending College to sit for exams and were less likely to check for messages on the 

College intranet. Once the qualitative data from the questionnaires had been drawn 

together questions arising from the data were noted and used to form the basis of 

discussions in the subsequent focus group meetings, replicating the pattern of inquiry 

in the first institution.
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Focus Groups

Focus groups are an appropriate forum for creating shared understandings due to their 

collectivistic character drawing on the ‘multivocality of participants’ attitudes, 

experiences and beiiefs’ (Denzin and Lincoln, 2003:364). Even though Morgan 

(1997:30) advises against an over-reliance on focus groups he acknowledges their 

usefulness as ‘a research technique that coilects data through group interaction on a 

topic determined by the research’ (Morgan 1997:6). There were sixteen focus group 

meetings held during the research activity, as there were only a few highly dispersed 

participants available to meet at any one time and therefore it was better to run several 

smaller groups (Morgan, 1997:40). Morgan further suggests that projects should 

consist of three to five groups, claiming that more groups seldom generate new 

meaningful insights however the larger number of groups used in this study is justified 

as the focus groups were involved at the validation and trial stages and not just for data 

collection. He substantiates this view citing Zeller (1993) and Calder (1977) saying that 

data collection should cease once the researcher can anticipate what will be said in the 

next group (Morgan, 1997:41). In grounded theory this is know as 'saturation', the point 

at which additional data collection no longer generates new understanding (see p61). 

Out of the sixteen focus group meetings held, four of the meetings were held with 

student participants and twelve with tutor participants. At first glance, this may appear 

to be an unbalanced number of student and tutor meetings however, this pattern is due 

to the tutors being involved in later validation and trials of the tutoring model that were 

not relevant for students to take part in, bearing in mind the focus on these latter 

occasions was on developing a tool to support personal tutors in exploring their tutoring 

skills. If we consider the focus groups held during this study for the purposes of data 

collection alone, there were four focus group meetings held to consider the student 

perspective and seven held to consider the tutors’ perspective. The reason for holding 

more tutor meetings than student meetings is the need to revisit tutoring qualities until 

saturation had occurred.

Rather than seeking to vary the mode of data collection, i.e. interview, focus group etc, 

my attention was given to varying the nature of the data gathering activities taking 

place within the focus group meetings and to creating an environment where 

participants with relevant life experiences are drawn together to express their views 

and openly discuss their experiences and perceptions. Designing a variety of data 

gathering activities meant that participants could be engaged and motivated by making 

the activities interesting, fun, personally rewarding and relevant to the topics being 

explored. The various activities participants took part were group discussion, mind 

mapping using logo visual technology, expression through art and reflective personal 

stories.
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Group Discussion: The focus group sizes varied between five and twelve. Morgan 

(1997:60) proposes group sizes should be between six and ten, suggesting that more 

may be difficult to manage and less may make discussion difficult to sustain. I would 

agree with this where individual responses or points of view are required for as Morgan 

points out 'Small groups are more useful when the researcher desires a clear sense of 

each participant's reaction to a topic simply because they can give each participant 

more time to talk'. However, I found that it is useful and manageable to bring together 

slightly larger groups (12) that can be split into smaller subgroups. By managing the 

group in this way the subgroups have an opportunity for in depth discussion before the 

whole group consolidates their findings thereby working towards a shared 

understanding. This approach also made it possible to reduce the potential for one or 

two more enthusiastic participants to commandeer the discussion. As Morgan 

(1997:60) warns, we need to be aware of the potential influence of the group context 

on the individuals within the group and the influence of the individuals on each other 

within the group. I took a semi-structured approach to managing group activities where 

an initial task or question was set before the participants were given freedom to discuss 

the topic or related aspects as they arose. Morgan (1997:39-41) proposes that 'more 

structured approaches are especially useful when there is a strong, pre-existing 

agenda for the research'. So where there is a clear sense of the research questions 

these can be put directly to the participants. He goes on to say however that the 

structure should not to become a fixed agenda that restricts participants from 

expressing what they feel to be relevant to the discussion. Less structured approaches 

are especially useful to exploratory research, '...if the goal is to learn something knew 

from the participants, then it is best to let them speak for themselves’. The problem with 

less structured group activity is the difficulty in comparing from group to group (Morgan 

1997:39-41) however this was not a concern here because in grounded theory the data 

is fractured in order to compare data like with like rather than from group to group.

The first student focus group meeting, held on 5th March 2002, began by sharing some 

of the findings from the questionnaire with the students and posing additional questions 

that had arisen from the questionnaire responses (see p72). The participants were 

encouraged to explore the findings, taking time to make sense of comments as we 

progressed to ensure that a shared understanding of meaning emerged. Open 

questions relating to broad themes drawn from the questionnaire’s qualitative 

responses were offered to the group for their comments but once the discussion had 

begun I did not attempt to control the direction or content that was discussed. This 

enabled the participants to talk freely about aspects of tutorial provision that they 

perceived to be important and to reduce the potential for bias where the researcher 

may lead respondents by the way questions may be phrased (Bell, 1999:140). For
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example, the first finding, 63% of students responding believe the function of personal 

tutorial to be to plan for self development, was further explored with the focus group by 

asking “What do you perceive self-development to be?” After the first question was 

posed the participants engaged in conversation with each other and this led 

unexpectedly to discussing the tutor/student relationship. I allowed this natural 

deviation in the discourse to continue rather than to draw them back to the questions I 

had prepared as this was in keeping with the notion of grounded theory, allowing 

themes for discussion to emerge as the conversation developed. In the second student 

focus group meeting three students attended. The discussion was opened by 

reiterating from the previous meeting the conclusion that tutorial is provided by the 

institution to support the learning process and that during that discussion it had been 

highlighted that feelings were at play within the tutorial relationship. I also confirmed 

that we had agreed to explore this theme further by asking the open-ended question 

“How does learning feel?” This approach allowed the participants to discuss whatever 

arose enabling issues to emerge that were significant to them rather than to the 

researcher.

I ensured that following the 'free discussion' the same method of recording the 

emergent data was controlled so that the format was also the same. In doing so I felt it 

viable to build up a picture of perceptions and expectations from the groups as a whole 

by bringing together the findings from each related focus group. When I speak of 

related focus groups I refer to all student focus groups or tutor focus groups as 

separate cohorts and also the subject being discussed e.g. tutorial content or tutoring 

skills. As a grounded theory methodology was employed, rather than setting a fixed 

programme of research activities I looked to the research to lead by identifying new 

themes as they emerged and consequently exploring new questions as they arose. In 

adopting this approach I was responding to what the participants had to say which was 

important to the telling of their story.

Visual Exploration: During student and tutor focus groups visual depiction (Emmison 

and Smith 2000:21) was used as a ‘critical approach to art as experience’ 

(Janesick, 1998:7) in order to identify themes relating to what makes a personal tutor 

‘good’. Participants were invited to draw their impression of an ‘ideal’ personal tutor 

(Appendix 3). This technique was useful in bringing an element of fun to the activity as 

this created a rapport between the participants and myself and also between the 

participants themselves making comments and ideas more forthcoming (Fontana and 

Frey; cited by Goulding 2002:60). By encouraging participants to draw these characters 

they were free to express their desires as ‘In imaginative or creative products, such as 

works of art, story-telling or drawing, instinctual wish-fulfilment may be permitted’
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(Diem-Wille in Leeuwen and Jewitt, 2001:121) Pictures have the benefit of allowing you 

to add thoughts piece by piece without searching for exactly the right word to 

communicate the meaning. Participants worked together using drawings as a form of 

expression and were also encouraged to talk about the picture as they were creating 

and also afterwards to describe its meaning to the rest of the group as ‘The grounded 

researcher works with his or her participants to actively construct the data’ (Gray, 

2004:330). Combining the act of drawing with conversation is helpful (Diem-Wille; cited 

by Leeuwen and Jewitt, 2001:132) and worked well in allowing the essence of what the 

participants believe it means to be a good personal tutor to emerge as the ‘artists’ 

explained their pictures and suggested the words or descriptions they would like 

recorded that best represent their collective thoughts.

Mind Mapping using Logo Visual Technology (LVT): Logo Visual Technology offers a 

method and associated tools to support the process of constructing meaning and is 

designed to ‘engage verbal, visual and kinaesthetic intelligence’ (Best et al, 2005:1-6). 

The LVT tools employed in this study were Magnotes, magnetic hexagons that can be 

written on, placed on a board and moved around to make links or groups with other 

hexagons on the board. An example of how these were used is shown in Appendix 4 In 

this picture, the tutor focus group was concerned with exploring the content of tutorial 

provision participants were presented with the question ‘What is the purpose of 

tutorial?’ Tutors worked in groups of two or three using magnetic boards and hexagons 

to mind map their ideas. Once they had reached a point where their initial ideas had 

‘dried up’ they were invited to identify any relationship between the ideas moving the 

hexagons around on the board to show those relationships. Having done so the third 

step was to capture the meaning of the clusters they had made by giving each cluster a 

name or title. Appendix 5 shows an example of the outcome of this exercise. It is whilst 

working through this activity that the ensuing conversation leads participants to create 

shared meaning. The process begins with participants expressing their own sense of 

the subject through the mind mapping exercise. The discussion that occurs and the 

subsequent grouping and naming exercises leads to shared meanings being created. 

The use of LVT in this way engages participants not only in providing data but also in 

the early analysis of that data. Best et al (2005:19) illustrate the five stages of the LVT 

process thus:
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Figure 5: Logo V isual Technology P rocess and  G rounded Theory C oding

Focus

What are we going 
to think about?

What can 
we make of

Apply Gather
Comparative 
analysis by 

.researcher

Research 
question is 

set .
What do we 

know about it?

Participants
Brain

Storming

Discuss.
Further
themes
emerge

Open Coding 
Themes 
emerge

What does it 
all add up to?

OrganiseUnderstand What sense 
can we make 

of it?

The above diagram illustrates how the research participants engaged in the collection 

and analysis of the data during an LVT based session. The process begins with the 

researcher giving the focus  of the exploration, setting a research question for the 

participants to consider. The participants contribute to gathering  the data by sharing 

their current perceptions, understandings and experiences in the context of the 

research question for example, ‘w hat is y o u r understand ing o f  the pu rpose  o f  tu to ria l 

prov is ion  from  an institu tiona l pe rspective?’ The participants brainstorm their ideas 

(Appendix 5) and later organise  the data, giving the clusters labels that demonstrate 

the sense being made from the data. At this stage the research participants are 

engaged in the process of open coding, in other words ‘the p rocess o f  conceptualis ing, 

group ing  s im ila r item s and g iv ing  those item s (categories) a n a m e ’ which ‘supports  the  

reduction  o f  la rge quantities o f  data in to  som eth ing m ore m anagea b le ’ acting as the 

‘foundation to theory bu ild ing .’ (Strauss and Corbin, 1998:121). Further understanding 

is obtained during the whole group discussion where categories could be reviewed, 

contested or agreed so that a shared meaning is ultimately arrived at. My role in this 

process, other than to facilitate the activity, was to make additional notes on a flipchart 

and photograph the completed boards so that the process of grounded theory could 

continue with this information being applied, that is to say used in the comparative 

analysis along with previous and subsequent data collection.

Ind iv idua l P ersona l S tories: In addition to the focus group activities, three student

participants volunteered to write their personal story. The value of experience and the

use of individual’s stories and experiences as part of this exploration are brought to the

fore by Cohen and Manion (1989:5) stating that ‘R esearch is  a com b ina tion  o f  both

experience and reason ing  and  m ust be regarded  as the m ost success fu l approach  to
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the discovery of truth’. The participants were invited to write about a time or incident 

that they felt was significant and lasting for them about their learning experiences at 

any stage in their life that they choose to reflect upon. The request was put in this 

manner to avoid imposing restrictions on the participants’ thoughts and responses. I 

was seeking words or themes that were common to their collective stories and hoped 

to identify insights from these examples of extremes or opposites (Stebbins, 2001:24). 

These samples of free writing enabled valuable insights and ‘They can be used to 

enliven less dramatic ethnographic description and more explicitly analytic works' 

(Charmaz; cited by Gray, 2004:330). Furthermore, such descriptions lead to 

‘Understanding things from the point of view of those involved1 (Denscombe, 1998). 

These stories may be considered extreme examples as I do not propose that all 

learners experience the intense feelings provoked in the participants referred to in this 

part of the study but their illustrations do serve to highlight the potential emotions at 

play, a theme emerging from previous focus group discussion.

I also engaged in the use of my own personal story, a method generally connected with 

heuristic inquiry which stresses the value of self-disclosure (Moustakas, 1990:17) and 

engages in a process of self-dialogue in the hope that this will lead to ‘self-discoveries, 

awareness and enhanced understanding by ‘Living, sleeping and merging with the 

research question’ (Gray, 2004:29). I found that this was my own experience during 

this study. I conclude from this that grounded theory and heuristic enquiry share 

commonality in so much as the researcher in grounded theory and heuristic inquiry are 

situated within the research and that they both subscribe to the notion of socially 

constructed truth arrived at through an organic process of moving back and forth 

between questioning and sense making. Where they differ is in the extent to which the 

researcher engages in the autobiographical experiences of the phenomenon, that is to 

say in grounded theory we seek to understand the phenomenon from the perspective 

of others whereas in heuristic inquiry we come from the perspective of our own 

experience. Using my own personal story did create a tension for me however I was 

aware that ‘the researcher can get -  and cultivate -  crucial insights not only during his 

research (and from his research) but from his own personal experiences prior to or 

outside it...such insights need not come from one’s own experience but can be taken 

from others. In this case the burden is on the sociologist to convert these borrowed 

experiences into his own insights’. (Glaser and Strauss; cited by Goulding, 2002:62-63) 

By sharing our own pertinent stories we are able as researchers to illustrate the 

insights we hold about certain phenomena. The tensions I experienced in deciding 

whether or not to include a personal contribution was created mainly through a fear of 

criticism for self-indulgence. It was comforting to learn therefore that I was not alone on 

this issue. Mykhalovskiy's contribution in Hertz (1997:229-251), having experienced

58



such criticism, discusses how 'self-indulgence and related namings such as narcissism 

and self-absorption are used as regulatory charges against certain forms of sociology’. 

Megginson (2001:8) challenges, albeit with caution, the criticism of using one’s own 

story in research, proposing that our personal stories can serve as a prime example of 

the phenomenon we wish to study. The caution comes as an acknowledgement that 

there can be a danger of this becoming ‘gratuitous self-revelation’ unless the story’s 

relevance can be clearly identified and connected to the purpose of the research. 

DeVault, contributing to Hertz (1997:216-228) also supports the use of our stories as 

data and cites Myerhoof (1978), Shoshtak (1981), Rosaldo (1989), Kodo (1990) and 

Behar (1993) as researchers who all embrace personal writing as an integral part of 

analytical research text. This gives strength the argument that such a method of writing 

has a contribution to make. DeVault goes on to describe the researcher’s stories as a 

mixture of disclosure and discretion. I would agree that an appropriate balance 

between disclosure and discretion would allow a richness drawn from personal insight 

to be added to the text. But the message coming from DeVault (1997), Mykhalovskiy 

(1997) and Megginson (2001) was to tread carefully and question whether or not the 

additions are vital to the story. In essence, the notion of boundaries should be 

considered carefully in the use of personal stories, particularly in relation to what the 

reader needs to know in order to understand and what the writer actually chooses to 

say. So I would say that rather than concentrating on trying to objectively separate 

ourselves, we should concern ourselves with deciding whether what we want to use in 

the data or say in our writing is necessary to the story being told or whether it is merely 

feeding our own cathartic need. I therefore assessed each potential contribution in 

terms of whether the research would be any more enlightened for its inclusion or 

whether the point may have been equally expressed by one or more of the participants.

4.2 Data Analysis
The data analysis in this study is designed to follow the principles of grounded theory. 

This is to ‘create, revise and refine theory in the light of the data collected’ (Burns, 

2000:433) through an inductive process that involves ’moving from the ’plane’ of 

observation of the empirical world to the construction of explanations and theories 

about what has been observed’ (Gill and Johnson, 2002:40). The research process as 

a whole followed a pattern of asking, sense making and validation as the various 

themes emerged. I consistently returned in my own mind to the questions What do the 

participants think about this or mean by this?’ During the inquiry I found that some data 

was quite simple to interpret such as the responses to what students feel the purpose 

of individual tutorial is, making the validation process relatively straightforward. Other 

data was more complex such as the exploration of personal tutoring skills. There were
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times when the analysis of initial responses raised further questions which were then 

discussed and the process for exploring this aspect became a constant to and fro of 

activity as I made sense of the additional data and returned once again for validation. 

The completion of this process was reached once saturation occurred i.e. there were 

no new emergent themes.

The process of analysis in this study has involved scanning data, identifying 

relationships between categories and summarising working typologies before finally 

modifying, enlarging or restricting the original theory (Cohen et al 2000:151). My 

methods of analysis may also be related to the analytical induction process (Le Compte 

and Preissle; cited by Cohen et al, 2000:151) in the following manner:

• Data scanned: The qualitative comments drawn from the questionnaires and 
from the focus group discussions were recorded using Visual Concept 2.5 
software package (a computer version of the magnetic boards and hexagons).

• Relationships between categories sought: The comments were analysed using 
the same process that tutors had followed i.e. moving the hexagons around to 
find relationships and themes emerging out the related comments. Each 
hexagon represents an individual comment and each titled group represents a 
theme.

• Working typologies and summaries are written: these included initial themes 
that were presented to appropriate groups (either student groups or tutor 
groups) for critique and further developed as new data emerged.

• Typologies and summaries refined: following a period of critique and validation 
of the typologies and summaries by participants and external reviewers the 
subsequent theory is evolved.

The inductive process has also been considered by Mintzberg (cited by Gill and

Johnson 1991:149) as having three stages. The first stage is what he refers to as the

‘detective worW where the researcher seeks out order and patterns in the data. The

second stage is described as the 'creative leap’ beyond the data, finalising the process

with a synthesis of emergent themes into patterns rather than categories arising from

'mechanical data reduction techniques’. The 'creative leap’ is where engaging in

theoretical sensitivity takes the research into the realms of grounded theory. Goulding

(2002:70) found that Glaser and Strauss hold a difference of opinion in relation to how

theoretical sensitivity should be applied, suggesting that Strauss and Corbin (1994)

consider the original Glaser and Strauss’s book The Discovery of Grounded Theory’

(1967) to over-emphasise induction thereby reducing the role of creativity and

theoretical sensitivity. Glaser refuted this in his publication Theoretical Sensitivity’

(1978) claiming that theoretical sensitivity is a vital component of the original grounded

theory and that 'being honest about the data is paramount’ (Glaser, 1998:3). In relation

to staying true to the data, Strauss & Corbin (1998:182) claim that the macro and micro

conditions surrounding a phenomenon should not be ignored as they provide a

‘conditional/consequential matrix’ as a tool for researchers to track the connectivity

between conditions, subsequent actions/interactions and consequences. I would agree
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that considering external factors may be helpful to contextualise the emergent theory 

and its potential for practical application. However, by bringing external influencing 

factors into play where the participants have not previously identified them is to stifle 

theoretical sensitivity by ‘forcing the data into pre-defined categories for which there 

may be no evidence’ (Glaser; cited by Goulding, 2002:88). Where macro and micro 

conditions are sought out and examined I would see this at best as an extension of the 

emergent theory relating to the original phenomenon and not a part of the originating 

theory. Furthermore I would advocate that each influencing factor should be subjected 

to the same rigorous exploration following grounded theory principles on its own merit 

so that new theory can sit alongside the original theory rather than theory being 

entangled with supposition that did not emerge from the data. I have followed this 

principle in my analysis of the data in this research and have not engaged in using the 

conditional/consequential matrix for these reasons.

Although grounded theory analysis is inductive in nature, the creation of theory takes 

place through a process of coding. Coding is the conceptualisation of data by the 

constant comparison of incident with incident, and incident with concept, in order to 

develop categories and their properties (Glaser; cited by Goulding: 2002:77). The 

coding process involves a ‘fracturing’ of the data that is then conceptually grouped into 

codes which explains what the data is saying (Glaser 1978:55). In practice, this 

involves ‘breaking down interviews, observations and other forms of appropriate data in 

distinct units of meaning which are labelled to generate concepts. They are then re­

evaluated for their interrelationships and through a series of analytical steps are 

gradually subsumed into higher order categories, or one underlying core category, 

which suggests an emergent theory’ (Goulding, 2002:74). Coding begins with a 

process of open coding from which core variables (variables which occur consistently 

in the data) are identified. Selective Coding follows which concentrates on issues that 

are central to the emerging theory. When no new patterns or concepts are emerging 

saturation has been achieved. In the early stages of analysis the coding will be broad 

and lack focus however through the various levels of coding a sharper focus on the 

core categories will emerge. (Goulding, 2002:76). Rennie, (cited by Glaser, 1998:39) 

found that ‘the works of Strauss and Corbin have a resounding edge over Glaser’s 

monographs, according to the citations in literature. The appeal of the Strauss and 

Corbin version probably comes from its promise of simplicity, procedural structure and 

verifiability’. Having sought clear guidance on the practice of grounded theory in the 

works of Glaser (1978, 1987, 1990, 1998) I am apt to agree with Rennie’s conclusion 

and so turn to Strauss and Corbin (1998:121-161) for procedural technique. They 

propose that in order to begin the process of coding the researcher should undertake
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microanalysis of the data to generate initial categories including their properties and 

dimensions. The data is analysed at varying levels in order to build the theory, thus:

Open coding supports the fluid process of conceptualising, grouping similar items and 

giving those items (categories) a name by reducing large quantities of data into 

something more manageable. This process acts as the foundation to theory building. 

Tasks within this stage of the process include:

1) Discovering concepts
2) Labelling phenomena
3) Conceptualising (the name may be taken from the words of the respondents)

In axial coding the aim is to systematically develop and relate categories derived from 

the process of open coding, (Strauss and Corbin, 1998:142), forming the basis for the 

construction of theory (Goulding, 2002:78). Axial coding tasks include:

1) Laying out the properties of a category and their dimension
2) Identifying the variety of conditions, actions/interactions and consequences

associated with the phenomenon
3) Relating a category to its subcategories through statements denoting how 

they are related to each other
4) Looking for cues in the data that denote how major categories might relate to

each other

Selective coding refines the theory through a process of integrating and refining 

categories.

1) The first step in integration is to organise categories around central concepts. 
Various techniques can be used to facilitate the integration process such as 
telling or writing a storyline (for example my presentations of the developing 
research at conferences and staff development sessions); using diagrams and 
sorting memos.

2) Having outlined the ‘theoretical scheme’ progress can be made towards 
refining the theory by either removing excess categories or developing poorly 
developed categories (through theoretical sampling).

3) Validation of the theory by presenting it to participants for their responses. At 
this stage the main concepts should still be recognisable to the participants 
although each participant may not agree wholly with all aspects.

Although validation is shown here as a final stage it is important to note that ‘In social

research generating theory goes hand in hand with verifying it; but many socioiogists

have diverted from this truism in their zeal to test either existing theories or a theory

that they have barely started to generate' (Glaser and Strauss, 1967:2). To this end it is

worth noting that for the purposes of this study there was a perpetual cycle of seeking

data, analysing and verifying until theoretical saturation was reached. During this

process memos were constantly recorded. Memos are a consistent core activity in

grounded theory, the purpose of which is to allow the researcher to write freely and

take chances with ideas. In the initial stages memoing does not need to ensure ‘fit’ as

this comes later through the sorting process (Glaser 1998:83). Memos are vital to the

development of ‘good ideas’ (Glaser; cited by Goulding, 2002:56) as they provide a

bank of ideas that can be revisited in order to map out the emerging theory (Goulding,
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2002:75) that supports the sorting process and development of the ‘theoretical 

scheme’. An example of memoing can be seen in Chapter 8 where the metamorphosis 

of the evolving theory is illustrated.

4.3 Undertaking the Literature Review
Rather than providing a chapter on the literature relating to this study you will find 

relevant literature discussed in each chapter so that it can be discussed alongside the 

theory being created. Although the literature review can normally be situated in the 

introduction, as a separate section or at the end of the thesis, the inductive nature of 

grounded theory means that the literature review is more likely to appear towards the 

end of the research'providing a benchmark against which the resuits can be compared' 

(Creswell; cited by Gray, 2004:54-55). The reason for this is to mirror the point at which 

the review occurs in the research process. Any influence of the literature on the data in 

this study was minimised by undertaking the literature review once the process of 

grounded theory had allowed themes to emerge and questions to come to the fore. 

This follows the principle that the grounded theory researcher will have a competent 

level of knowledge about the area of inquiry and will not refer to a body of literature at 

the onset of the study (Gray, 2004:330) as ‘Literature can hinder creativity if it is 

ailowed to stand between the researcher and the data’ (Strauss and Corbin, 1998:53). 

Glaser (1998:67) is also strict in his directive for grounded theory researchers not to 

undertake a literature review in the substantive or related areas of the research until 

the sorting and writing up stages are reached, at which point the literature search 

should be ‘woven into the theory’.

The literature review was undertaken using a key word search based on the themes 

emerging from the data. For example where discussion with respondents had raised 

issues in relation to the personal tutor relationship the string of words personal + tutor + 

relationship was used and also personal + tutor + student to find related literature. As 

themes emerged a literature review file relating to each core category was created and 

notes made, an example of which can be seen in Appendix 6. Details recorded 

included page number, whether the reference was a direct quote or a precis of my own 

understanding. Comments occurring to me at the time regarding links to specific issues 

or questions to be pursued were also recorded, contributing to the process of memoing 

(see p62). As well as noting the relevant content from the article or book I followed up 

the references to identify further related materials.
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4.4 Summary

Strauss and Corbin (1998:xi) and Glaser (1999) refer to the flexible nature of grounded 

theory as a method. There are some differences in grounded theory technique between 

the originators Barney Glaser and Anselm Strauss and where such differences do 

occur I have chosen to follow the most appropriate method that fits best with the nature 

of this study, holding to the notion that grounded theory is ‘experiential in the nature of 

doing it’ {Glaser, 1998:102). The grounded theory method is ‘cyclical and multi-levelled’ 

(Glaser, 1978:22) with data collection and analysis working simultaneously. Data 

collection was based on the premise that ‘All is data’ (Glaser, 1978:36) which allowed 

freedom in deciding what was to be collected and how it was to be obtained. To this 

end a multi-method approach (Morgan, 1997:2) was undertaken which strengthens the 

research by balancing out the strengths and weaknesses of each method employed 

(Gray, 2004:33). The methods of data collection and some stages of the analysis were 

designed to create accessible methods of communication for the participants and an 

informal approach to creating shared meaning. Both questionnaires and focus groups 

were used. The focus group activities included:

• Group discussion
• Visual exploration
• Mind Mapping using Logo Visual Technology
• Personal Stories

The creation of theory occurs through a process of coding and constant comparison 

(Glaser; cited by Goulding, 2002:77). Rennie (cited by Glaser, 1998:39) found that 

Strauss and Corbin’s version of grounded theory draws its popularity from the simplicity 

in which the process is described in contrast to the often complex monographs 

presented by Glaser. According to Strauss and Corbin (1998:121-161) the grounded 

theory process begins with ‘Open’ coding to initially sort the data and identify 

categories, followed by ‘Axial’ coding when themes emerge and finally ‘Selective’ 

coding to refine the theoretical scheme.

The process of coding described by Strauss and Corbin (1998:121-161) largely mirrors 

the building of theory as suggested by Glaser however Glaser (1998:3) insists that 

‘being honest and true to the data is paramount’ as it is the basis for theoretical 

sensitivity, an area on which Glaser and Strauss differ. Strauss and Corbin (1998:182) 

claim that macro and micro conditions should be brought into play, using their 

conditional/consequential matrix as a tool for analysing these conditions. However, 

Glaser (cited by Goulding, 2002:88) condemns this approach suggesting that this is 

‘forcing the data’. I have chosen not to engage in this analysis, preferring to work only 

with what the data reveals as suggested by Glaser (1998:3). This is not to say that 

factors influencing the research topic should be ignored (see pp60-61). The
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researcher’s experience in the field of study is as valuable in understanding and 

making sense of the data as the participants’ (Denzin and Lincoln, 2003:52).

Whilst grappling to simplify the concept of coding in my own mind I found myself 

comparing it with doing a large jigsaw puzzle. Each small piece of data has some 

contribution to the picture as a whole but its purpose cannot always been seen at first 

glance. To assist in making progress small pieces that make up the corners are sought 

out as they are more easily identifiable followed by the identification of related pieces to 

continue along each side, making some sense of the size of the picture at least. This 

can be related to the process of open coding. Then, taking one piece at a time we test 

out its fit against the others. For some, our hand appears to intuitively move to where it 

fits. For others, our hand hovers over the puzzle unsure where to make its move before 

setting the piece to one side with others that, for the moment, do not appear to belong. 

This reflects the process of constant comparison. The pieces that do not immediately fit 

are not discarded they are merely left to rest until at some point we revisit them as the 

puzzle becomes clearer and the relationship of the unplaced pieces shows itself. In 

committing these to memory to be returned to later we are replicating the process of 

creating memos. This is how a grounded theory researcher sorts and analyses the 

data. Making sense of small pieces, comparing for fit and relationship until the 

fragments of information finally come together to make the bigger picture. Unlike a 

standard jigsaw puzzle however, the final picture in grounded theory is unknown until it 

emerges from the data. This is how I could encapsulate the process and saw where the 

need to ‘tolerate confusion and regression whilst remaining open, trusting to 

preconscious processing and to conceptual emergence’ (Glaser, 2004:43) came from 

in order for the theory to build through an evolving, organic process.

This chapter has provided an overview of the research activities and the rationale to 

support the methods employed. By doing so you will now be conscious of how and why 

I proceeded to collect and analyse the empirical data for each theme as I did, which 

should be helpful when I discuss how the grounded theory has emerged in the 

following four chapters. I have also justified my approach to reviewing and discussing 

the relevant literature at the end of each chapter to juxtapose it against my research 

findings. In short the justification is that grounded theory rules suggests that the 

researcher should not hinder their creativity before the theory has emerged after which 

the literature should be ‘woven into the theory’ (Glaser, 1998:67). In the next chapter 

you will see the grounded theory process in action and be able to recognise the 

research methods we have discussed, so I will now commence reporting on the 

empirical research findings, starting with the exploration of the nature and purpose of 

tutorial provision.
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Chapters: Exploring the Nature and Purpose Of 
Tutorial Provision

The nature and purpose of tutorial provision was chosen as the first theme for 

exploration in order to understand the manner of provision before considering the 

tutoring role within it. This research has recognised that the lack of definition and 

shared understanding arising from a confusing range of terminology for tutorial 

provision, contributes to tutors’ depleted confidence (see p9). Furthermore, Megahy 

(contributing to Calvert and Henderson 1998:26-29) proposes that the absence of a 

working consensus has led to inadequate support for pastoral care in post-compulsory 

education at a national level. The findings that emerge from the inductive exploration in 

this chapter will contribute to addressing the lack of definition, by presenting the shared 

understandings of those best placed to contribute to the debate, namely the students 

who are in receipt of tutorial provision and the tutors responsible for providing it.

In addition to the difficulties in articulating the nature and purpose of tutorial currently, 

and as the personalisation agenda progresses, tutorial is becoming the focus for 

developing what the DfES refers to as ‘soft skills’ (see p22) and for responding to the 

holistic learning needs of each student (see p22). This means that the tutoring 

community is attempting to manage the expansion of a provision that currently is not 

fully understood, therefore the changing nature of tutorial brings even greater 

uncertainty for the management and delivery of this provision. Add to this the 

requirement to engage more than ever in listening to the ‘Learner Voice’ (see p25) and 

responding to their demands as ‘consumers’, the need to investigate and clarify the 

purpose of this provision identified by Bramley (1977), Lang (1985), Earwaker (1992), 

Best (1995), Calvert and Henderson (1998) and Megahy (1998) is gathering pace.

In order to contribute to this dialogue in light of today’s student expectations and tutors’ 

current practice and understandings, this chapter reports on the inductive exploration of 

their perceptions of the nature and purpose of tutorial provision. In the previous chapter 

we established that in grounded theory ‘all is data’ (see p49), justifying the use of both 

quantitative and qualitative data gathered for this aspect of the inquiry. The quantitative 

data gives an overview of the engagement in and perceived usefulness of tutorial 

provision at the time of the inquiry, and also ascertains the level of student satisfaction 

with tutorial within the institution at that time. The qualitative data explores perceptions 

and understandings of tutorial provision from which the grounded theory will emerge.

The students and tutors perceptions are presented separately to allow any differences 

between the two groups to emerge. It is also worth a reminder here that as this 

research was undertaken in two separate institutions (see p46) there was also an
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opportunity to comment on any differences in perceptions emerging between the 

Further Education and Higher Education student cohorts. The findings from students’ 

perceptions are reported in two sections, those from Higher Education students and 

those from Further Education students. Group tutorial and individual tutorial are also 

discussed separately as it has emerged that the participants identify with these as two 

distinct activities. The data will be presented to reflect the sequence of research events 

for this theme, beginning with the findings from the Higher Education students’ 

exploration.

5.1 Students’ Perceptions of Tutorial Provision in Higher Education.
To begin the data gathering in relation to Higher Education students’ perceptions of 

tutorial provision a questionnaire was employed to capture initial responses and identify 

willing participants to take part in a forthcoming focus group activity. In order to reflect 

the pattern of inquiry I will discuss the findings from questionnaire before moving to 

consider what transpired during the subsequent focus group meetings.

Findings from the Higher Education student questionnaire

This questionnaire (Appendix 1) was directed at Higher Education students who were 

at the time studying at the first institution (see p46). The questionnaire was completed 

by 67 respondents (36% male, 61% female, 3% not known) who matriculated onto their 

course of study via a range of academic or vocational entry qualifications. The 

respondents’ pattern of attendance for group tutorial showed that 71.6% do attend and 

28.4% do not attend. The reasons given for not attending are shown in Figure 6 below.

F igure  6: H ighe r Education S tudents R easons fo r N ot A ttend ing  G roup Tutoria l

Higher Education Students' Reasons For Not Attending 
Group Tutorial (shown as %  of those not attending)

□  1 9 %

□  Group tutorials are not held on the course 

a  I do not find them useful

□  I do not know what they are for

□  other reasons

It was interesting to note that 43% of students responding believed that their course did 

not hold group tutorial. Group tutorial sessions were (I no longer work at this institution 

so cannot comment on current practice) integrated into all courses for full-time 

programmes of study and as 92.5% of respondents were undertaking full-time courses 

this perception led me to consider why this number of students appeared to be 

unaware of their group tutorial provision. Further inquiries found that where students
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believed group tutorial was not held on their course this was due to one or more of the 

following:

• poor dissemination of information relating to when and where group tutorial 
classes were taking place

• some courses not providing the tutorial entitlement
• the tutorial classes being used for other activities such as time to work on 

assignments and ‘catch up’ time for other subjects that the students may be 
struggling with for example maths on an engineering course.

For those students attending some or all of their group tutorials the perceived effect on

their study experience was perceived by 67% to be generally positive, by 2% to be

generally negative. A further 2% of respondents did not answer this question. These

findings indicate that it would be purposeful to explore what students do want from this

provision in order to make it of value to them, particularly in light of the level of

attendance standing at only 71.6%.

Question 28 asks respondents to identify what they felt the main functions of group 

tutorial are, to ascertain the perceived purpose. The list of options was generated from 

previous students’ comments made during course evaluations. The number of answers 

allowed for this question was not limited and the following pattern of responses 

occurred.

F igure 7: H ighe r Education S tudents ' Percep tions o f  G roup Tutoria l

Higher Education Students' Perceptions of the Purpose of 
Group Tutorial (shown as % of all responses)

12%

□  Opportunity to discuss aspects of the course as a group

□  Academic support

□  To receive information about college activities

□  To develop new academic skills

■  To develop new personal skills

The most favoured response was to be able to discuss the course as a group. Space 

on the questionnaire was also available for additional comments to be made where it 

was found that the students wanted to be able to raise grievances and sort out 

problems. In response to question 24 ‘I f  you  cou ld  change one th ing  abou t g roup  

tu to ria l w hat m igh t it b e ? ’ the responses included a request for more information to be 

given about college activities, more structure to the tutorial sessions and to cover 

general aspects of career development such as career planning, interview skills and 

psychometric testing. Less than half (38.8%) of the respondents identified academic 

support as a key purpose of group tutorial however 82% reported that they discuss
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academic support as part of their individual reviews. I also noted that 34% of 

respondents felt they were unprepared for the demands of their course in relation to 

study skills. The main areas of concern for study skills are shown in Figure 8 below.

Figure  8: H ighe r E ducation S tudents ' S tudy Skills C oncerns

Students' Study Skills Concerns

a> o a:

4 3 %
3 0 %  o c o/

33 a >  a)

Study Skills Subjects

1 1  
(U to

OT O

In addition to identifying the range of study skills concerns, I have also compared them 

against the students’ matriculation qualifications (Appendix 7). The chart indicates that 

those students matriculating with non-traditional qualifications i.e. students in the 

widening participation cohort shown as ‘other’ on the chart, are most likely to 

experience anxiety about their levels of study skills. These findings imply a need to 

provide a range of academic support to address study skills concerns for individual 

students and are corroborated by JM Consulting (in HEFCE 2006:7) who suggest a 

range of study skills initiatives were found to be highly effective in supporting widening 

participation (see p19).

I also sought to ascertain what aspects of group tutorial students’ value by posing the 

question 'W ha t is  the bes t aspect o f  G roup Tutoria l?’ The responses were listed, 

thereby breaking down the data into distinct units of meaning (see p61) and saved in 

rich text format before transferring them into the LVT software package for analysis 

(Appendix 8). By following the coding process, outlined in Chapter 4 of this thesis, 

relationship between the comments were sought, clusters created and subsequently 

labelled (Appendix 9). Theoretical sensitivity (see p42) was applied to this process 

whilst seeking out links between categories and making sense of the fractured data, 

which enabled the following themes and descriptions to emerge:

• Group bonding and socialising: An opportunity to get to know each other, 
learn to appreciate diversity and different points of view, support for each other 
in realising they have shared concerns.

• Problem solving: An opportunity to discuss problems as a group, supporting 
each other to raise issues connected with college or individual group members.

• Opportunity for discussion: To be able to discuss how they feel about the 
course, assignment work and group tasks.

• Receiving information: Being informed of college services and activities and a 
forum in which to ask questions

• Career planning: Time to receive help and consider career planning and 
preparation for progression.
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These themes suggest that the students view group tutorial as an opportunity to 

achieve a sense of belonging, a time when they are kept informed of course or college 

activities, a forum for sharing and solving problems and looking to the future. There is a 

sense that social integration plays an important part during group tutorial sessions, as 

communication, discussion and learning about others’ views and experiences are 

implicit in the nature of these themes arising from the comments received.

Responses relating to individual tutorial

In relation to individual tutorial, I found from the questionnaire responses that many of 

the Higher Education students do not attend all their individual tutorial meetings but the 

most do attend some if not all. However, of those students attending the meetings, the 

majority found them to be a positive part of their study experience. The chart below 

demonstrates the pattern of attendance at individual tutorial sessions 

F igure  9: F ligher Education  S tudents ' P attern o f  A ttendance fo r Ind iv idua l Tutoria l

Higher Education Students' Pattern of Attendance for 
Individual Tutorial

7 .5%

35.8%

□  Attend All Sessions □  Attend Some Sessions □  Do Not Attend Any Session

In addition to patterns of attendance it was found that, of those students who do attend 

their individual tutorial, the perceptions in relation to the effect it had on their studies 

was that 75.8% found it to have a generally positive effect and 24.2% perceived it to 

have no apparent effect.

The questionnaire also asked students to consider what they believed the purpose of 

individual tutorial to be. The number of responses allowed for this question was not 

limited and it was found that planning for self-improvement was perceived to be one of 

the main functions of individual tutorial by 63% of respondents. The term self- 

improvement was explored in the subsequent focus group meeting to ascertain what 

the students believed this term to mean. Pastoral care and careers guidance were also 

identified as key aspects of individual tutorial (both rated as a key activity by 49% of 

respondents). Following the same pattern of questioning for individual tutorial as for 

the group tutorial questions, the respondents were asked to identify what aspect of 

individual tutorial, if any, they would like to change. The responses showed that some 

students would like more than the three individual tutorial meetings per year that they 

were receiving at the time. Others expressed the opinion that they had no need of
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individual tutorial and would prefer them not to be mandatory. Comments were also 

made regarding the timing of individual tutorials and suggestions were made for a drop 

in system to be put in place rather than timetabled sessions in order to address their 

needs on demand. Some issues relating the earlier ‘Attitudinal Aspects' arising out of 

the group tutorial analysis emerge again here, reiterating their importance to the 

students. Comments such as ‘doesn’t feel person specific, tutor doesn’t seem to 

differentiate between us’ suggests that being seen as an individual ‘person’ rather than 

one of a homogenous group labelled ‘student’ is desired.

In order to ascertain what the students most value during individual tutorial the 

questionnaire asked ‘What is the best aspect of Personal Tutorial?’ The process for 

analysing this data was the same as for the group tutorial comments. The LVT software 

was used to record and group the comments to allow themes to emerge (Appendix 10). 

This process resulted in the following themes and their descriptions:

• Personal support: Includes an opportunity to have confidential discussion 
about welfare and other personal issues that may negatively affect learners’ 
progress and/or achievement and explore strategies for dealing with issues. It is 
also seen as an opportunity for learners to put their own views across and 
receive one-to-one feedback.

• Academic support: This includes study skills, managing workload, work 
experience and career development. The opportunity to discuss assignments 
and review personal development and academic progress.

• Attitudinal Aspects: This third aspect relates to the accessibility and attitude of 
the tutor and the physical environment in which individual tutorial takes place.

The research suggests here that there are two areas of focus for individual tutorial,

personal support and academic support. There were also some comments that could

not be necessarily separated into these two categories such as ‘Get to know your

weaknesses and abilities’ which could be referring to either personal or academic

development suggesting that the two are intrinsically connected. It was also interesting

to note that ‘attitudinal aspects’ appeared as an unexpected theme that emerged from

data, suggesting that the tutor’s attitude and style of interaction were significant to

individual tutorial in some way. As grounded theory allows the research to lead the

way, (see p41) I pursued the emergence of tutor’s attitude and style of interaction as an

additional theme to be explored. This is discussed in Chapter 7.

Findings from the student focus group meeting

I convened this first focus group meeting with Higher Education students to explore 

further questions arising from the questionnaire analysis relating to the nature and 

purpose of tutorial provision. I began the meeting by explaining the purpose of the 

research and my intention to use the data to inform tutorial development within the 

institution. I also sought the participants’ permission to use their quotes and responses 

in this thesis on the understanding that they would remain anonymous. Following this
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introduction, I gave a brief verbal overview of the questionnaire findings in order to 

initiate discussion. What follows is a summary of the focus group questions and 

responses:

1. 63% of respondents saw the purpose of personal tutorial to be planning for self­
development- what do students perceive self-development to be?

The response to this began with a focus on academic review and how students could

be supported to develop various skills during the course of study. As the discussion

continued however the focus broadened to encompass the personal aspects of

students’ development for example confidence building and assertiveness. One

student related his view of self-development in college to that of professional

development experienced in the work place saying “Self-development is looking at

where we are now, where we want to be, try to cast a bit wider so that it’s not college

based -it’s more the life after if you like”.

2. What is the purpose of tutorial?

Here the group proposed that tutorial should be about “Whatever is in the students’ 

interest’ and that both the tutor and student should be able to take their own agenda to 

tutorial meetings for discussion thereby implying that group tutorial should be a 

negotiated activity. The group suggested that the purpose of group and individual 

tutorial should be clarified as there are times when the meetings seem to have little 

purpose or structure. The group described their perception of group tutorial as being 

about sharing information, being able to discuss issues/complaints and engaging in 

group learning. The participants described group learning as generic to include study 

skills but also preparation for independent living such as financial management, health 

and safety in the home etc.

3. Do students’ needs in personal tutorial differ depending on the level and/or year of 
study?

The group were very clear in their opinion that there are significant differences in their 

needs as they progress through their course of study. They proposed that in the first 

year their needs are centred on settling into college, understanding the course they are 

enrolled to and focussing on study skills that will support their learning. As they 

progress to the second year they suggest more focus on career planning and 

preparation for progression.

4. 28% of respondents say they do not attend group tutorial whereas only 7% of 
respondents say they do not attend individual tutorial. Why do students choose not to 
attend tutorial?

The purpose of asking this question was to explore what was perceived to be 

useful/not useful about the tutorial provision at that time. Some students expressed the 

opinion that the time allocated to group tutorial could be ‘better spent working on
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assignments as they did not feel a clear purpose was given to the sessions. It is 

possible that this perceived lack of purpose indicates poor lesson planning or a limited 

programme of activity that acts as a disincentive. During discussions about individual 

tutorial, there was a great deal of focus on the tutor/student relationship and its effect 

on the learning experience. Based on the emergence of the tutoring relationship the 

participants agreed to meet with me for a second time to continue this discussion. The 

findings from the second focus group meeting are discussed under the relevant theme 

in Chapter 6, where the feelings and emotions at play within the tutoring relationship 

are explored.

This concludes the findings from the Higher Education students’ perceptions of the 

nature and purpose of tutorial provision. The next phase for this particular element of 

the research was to explore the same theme in the second institution but this time the 

participants were Further Education students.

5.2 Students’ Perceptions of Tutorial Provision in Further Education
The findings presented in this section are drawn from the empirical research activities 

undertaken in the second institution (see p46). Although the inquiry here was not 

intended to be restricted to Further Education students, it was found that Higher 

Education students did not take part in the focus group meeting or respond to the 

questionnaire. This being the case, it was pertinent to present the findings in this 

section as Further Education students’ perceptions. This would allow me to compare 

these findings with the findings from the Higher Education students and identify any 

variations occurring that might suggest new themes to be explored. As this phase of 

the research began with a focus group meeting to explore the purpose of tutorial 

provision, I will begin with these findings.

Findings Of The Student Focus Group Meeting

In order to call together a group of participants the personal tutors were requested to 

invite students to participate in the focus group meeting to discuss their perceptions of 

tutorial provision. At the meeting held on 6th April 2005 a total of 6 students attended. 

The focus group explored the purpose of tutorial provision by asking a) what are the 

best aspects of group tutorial? And b) what are the best aspects of individual tutorial?

I invited the participants to write down their thoughts before sharing them with the rest 

of the group so that they captured their own personal views before being influenced by 

others. The individual comments were collected in at the end of the session to be 

included in the data gathered during the meeting. As the discussion progressed, the 

participants’ thoughts and ideas were recorded on a flipchart, using the respondents’ 

own words and phrases in order to closely reflect their perceptions. This information
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was later analysed against themes that had previously emerged during the analysis of 

data gathered in the first institution so that any thoughts or comments that did not fit the 

original themes would highlight new ones. This process of analysis reflects the 

‘constant comparative analysis’ (Glaser; cited by Goulding, 2002:68) required to 

achieve a grounded theory (see p49). The outcome of this comparative analysis in the 

following two tables shows the participants’ responses to each question set against the 

corresponding themes.

Figure 10: Further Education Students' Perceptions of Group Tutorial Compared With 
Initial Themes

Question: What is the best thing about Group Tutorial?
Responses: Corresponding Themes
Sorting out or sharing problems with the whole class. This 
includes everyone so everyone is aware of problems but also we 
can share the solution and find the good and bad points of the 
solution.

Opportunity for 
discussion 
Problem solving

Best thing about group tutorials is you get to hear every body’s 
views.

Opportunity for 
discussion

Getting information Receiving information
Everyone can share their problems and talk about any issues they 
may have. It is a good way to interact with people

Opportunity for 
discussion 
Problem solving 
Group bonding

Finding out others problems and being able to work in a group to 
achieve sorting out the problems. Helps us to come together as a 
group.

Opportunity for 
discussion 
Problem solving 
Group bonding

Best thing is that you can discuss other peoples problems and get 
group issues sorted e.g. if more than one person is struggling with 
for example CVs.

Opportunity for 
discussion 
Problem solving 
Career Planning

Getting everyone together at once, having friends there to discuss 
with.

Group bonding 
Opportunity for 
discussion

Figure 11: Further Education Students' Perceptions of Individual Tutorial Compared 
With Initial Themes
Question: What is the best thing about Individual Tutorial?
Responses: Corresponding Themes
The personal level of interaction with your tutor. There’s no 
superior person it’s a talk about you personally and in college.

Attitudinal Aspects

Not having to worry about problems that you don’t want to 
discuss in a group. To a tutor who can help and is approachable.

Attitudinal Aspects 
Personal Support

Best thing about individual tutorial some students that are shy or 
do not have confidence can easily speak to the tutors about their 
problems about their course.

Attitudinal Aspects 
Academic Support

More important, tutors get to understand you better and discuss 
anything with one person, one to one.

Attitudinal Aspects 
Personal Support 
Engaging with the tutor

Best thing about individual is that you can discuss personal 
problems and goals without being interrupted and express your 
personal opinions on particular subjects.

Personal Support 
Attitudinal Aspects 
Environment

It is a more personal meeting and you can talk about personal 
problems.

Personal Support 
Attitudinal Aspects
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I deduced from this exercise that for group tutorial, most comments sat comfortably 

within the initial themes emerging from the Higher Education students’ exploration. 

However, in relation to individual tutorial the Further Education students implied a 

desired level of engagement with the tutor with the comment ‘Tutors get to understand 

you b e tte rA comment about the meeting being ‘uninterrupted' suggested that it is 

important that the meeting is private and not disturbed.

In addition, the participants were also invited to comment on what they might change 

about the provision if the opportunity arose. Their specific responses in relation to 

group tutorial were:

• The time of it, because it’s slap bang in the middle of a Friday and we don’t 
have any other lessons on a Friday.

• Have a lesson/lessons on problems that may arise in the future i.e. money, 
stress, etc.

• Happy with tutorials. Just think we should have individual tutorials.
• Make the tutorial an important part of the course, need to put everyone in a 

group working together.
• I would make it so the whole group is involved for example splitting the group

further and discuss in a smaller group and then express it to the remaining
group.

• I would change the group tutorial, by focussing on future plans, e.g. going to 
university etc. and making them longer.

These suggested changes were generally related to the timing of group tutorial

sessions in the context of their overall timetable. The responses also suggest that

group tutorial is valuable, particularly where the whole group is working together on

subjects individuals feel are relevant to their own learning agenda and where they are

given an opportunity to hold discussions in smaller groups before feeding back to the

group as a whole. Adequate time for progression planning was also highlighted with

suggestions that these sessions should be made longer. It is also suggested that

students are not happy attending college for a day where tutorial is the only session

taking place.

The students were also asked about individual tutorial and the following responses 

were received:

• More individual tutorial time throughout the week.
• Done in a relaxed way no stress maybe drinks.
• Individual just basically have more.
• I would say the individual meeting should be at least once a month.

The main area of improvement for individual tutorial was for more meetings to be 

provided and it was suggested that weekly or monthly intervals would be preferable. 

The comments suggested that the students value the opportunity for one-to-one 

discussion in a relaxed environment with an approachable tutor who is willing to listen 

and able to support them, particularly when they are facing difficulties.
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I had found an indication of new themes emerging from this cohort. These were in 

relation to individual tutorials such as engaging with the tutor and comments on the 

environment in which individual tutorial takes place. In light of this I decided that a 

further questionnaire, circulated to reach a wider audience within the second institution 

would be useful to validate the findings to date and to explore whether further themes 

were yet to emerge. I also undertook to analyse the data arising from this questionnaire 

using the LVT software as with the first questionnaire, so that this data could speak for 

itself (see p40) before comparing these emergent themes with those from the initial 

exploration. The continuous revisiting of this theme using a different mode of inquiry 

was to seek validation of the findings and to confirm when theoretical saturation had 

been achieved.

Findings From The Student Questionnaire

I designed the Further Education student questionnaire (Appendix 2) to create a further 

layer of data that would contribute to the perpetual cycle of seeking, analysing and 

verifying data until theoretical saturation is achieved (see p42). The questions mirrored 

a number of key questions from the first questionnaire, focussing on student 

perceptions of the purpose of provision. Taking account of reflections on the previous 

questionnaire design resulted in a shorter questionnaire that focussed on patterns of 

attendance, reasons for not attending and open questions relating to the purpose and 

content of tutorial provision. The questionnaire was completed by 73 respondents, 

comprising of 33% Male, 47% female and 20% not known. The respondents’ mode of 

attendance was 93% full-time, 3% part-time and 4% provided no data. Of the 73 

respondents 68% were 1st year students, 18% were second year students and 11% 

were third year students, 3% provided no data in relation to year of study. The 

responses ascertained that the respondents’ pattern of attendance for group tutorial 

was that 93% do attend and 7% do not attend.

The attendance for this group of students shows a markedly higher proportion than the 

proportion of Higher Education students attending. This could be reflecting the 

influence of the Education Maintenance Allowance (EMA) paid to Further Education 

students if they achieve 100% attendance for all timetabled classes each week. It may 

also suggest that the students value group tutorial and find them useful. The 

respondents were asked for their reasons for attending however, 30.2% of all 

respondents did not comment. The remaining 69.8% responded as shown below.
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Figure 12: F u rthe r Education S tudents R easons fo r A ttend ing  G roup Tutoria l

Further Education Students' Reasons for Attending Group Tutorial 
(shown as % of those attending)

10%

10%
27%

□ It is compulsory □ It helps
□ To talk about student council □ I enjoy them
■ Education Maintenance Allowance □ I want to learn more
□ It's nice to talk about what other people have done □ I want to see if I have achieved all my targets
■ They won't know your needs

It appears that the greatest motivating factor for attending group tutorial for these 

Further Education students is compliance (however the response about it being 

compulsory may also be attributable to receiving EMA). There is also an indication that 

the respondents believe that group tutorials help with their course although it should be 

recognised that this is indicated by a relatively small number (5.5%) of respondents 

overall. The findings also suggest that the respondents value the opportunity to voice 

their opinion on college matters through the Student Consultative Committee. The 

Student Consultative Committee is a forum that contributes to the learner voice (see 

p22) by enabling students to comment on their learning experience and where students 

are able to raise issues regarding aspects of student life at the college, ranging from 

requests for additional college facilities to complaints about the price of chips in the 

refectory. When asked directly if group tutorial helped with their studies the responses 

were as shown below.

F igure  13: F u rthe r Education S tudents ' P erceptions o f  the E ffect o f  G roup Tutoria l

Further Eudcation Students' Perceptions of Group Tutorial 

No response

They do not make a difference either w ay 

No they do not help 

Yes they do help

0% 10% 2 0 % 30% 4 0 % 50% 6 0 % 7 0 %

CM
( w
( ■ m
r _ .... -  -  t..................... m

In order to understand what aspects the students found particularly useful from group 

tutorial the respondents were asked the question ‘W hat are the best aspects  o f  group  

tu toria l?’ The same process of analysis used for the first set of questionnaire data (see 

p69) was employed here, replicating the coding process by comparing data like with 

like and allowing patterns and themes to emerge. The themes emerging in this 

instance (Appendix 11) are summarised below.
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•  Group bonding and socialising: The opportunity to meet with other students 
and get to know them on an individual basis. This was expressed as a social, 
relaxed activity.

• Classroom environment: This reflected the desire for group tutorial to be 
different from other academic or vocational classes by having the opportunity 
for the sessions to be ‘more laid back and to be able to have fun.

•  Engaging with the tutor: This relates to tutors having time to engage on an 
less formal basis than would be expected in academic or vocational classes.

•  Learning and development: This area refers to an enjoyment of learning as 
an activity and learning new skills in order to prepare for the future and for 
independent living.

•  Group discussion and problem solving: Focuses on teamwork and sharing 
ideas for problem solving, talking things over as a group and gaining support 
from knowing how others feel.

•  Receiving information: This includes information about college-wide student 
forums, activities and services.

•  Discussing the course and progression: This refers to discussion around 
course content and objectives, difficulties with particular subject areas and a 
focus on progression after the course such as applying to enter Higher 
Education.

Perceptions of individual tutorial were also considered as part of the questionnaire and 

analysed using the LVT software. The data originating from the questionnaire 

suggested that 93% of respondents attend their individual tutorial and 90% said it helps 

them on their course. The students were asked to comment on what they believe the 

best aspects of Individual Tutorial to be. Themes emerging from the responses to this 

question (Appendix 12) are summarised below.

• Personal aspects and problem solving: This relates to the opportunity for a 
personal discussion that may include personal, social, work and welfare issues. 
It is also seen as an opportunity to ‘clear the air’ and ‘speak what is on your 
mind’.

• Planning and monitoring academic progress: This is about setting and 
monitoring targets, to discuss progress and areas for improvement and also to 
gain some re-assurance or positive feedback.

• Attitudinal and environmental aspects: The desire for having to have a 
private one-to-one discussion with their tutor without interruption was 
expressed. Some tutor qualities namely ‘good’ listening, eye contact, 
willingness to help also emerged.

• Receiving advice and support: The important aspects to receiving advice and 
support are the willingness for the tutor to help all they can and for that help to 
be timely.

• Preparing for progression: Simply expressed as preparing to leave college 
and to discuss career options.

• Academic support: This included discussion about assignments and individual 
subjects, understanding the course, problems with particular lessons. It also 
includes receiving help with college work.

• Motivation: Help in being motivated to work and being kept ‘on track’.

When asked what areas for improvement might exist in individual tutorial the same 

aspects suggested by the Higher Education students emerged here, relating to the 

timing of the sessions and the length of time allowed, with some suggestion that more 

time was needed.
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By this stage of the research I had gathered and analysed the data, then through the 

process of open coding, themes had emerged as described. I sought relationships 

between the categories within each set of data and working typologies subsequently 

written as seen above. The final stage in this process, for the students’ perceptions of 

tutorial provision, was to refine these typologies through a process of selective coding 

in order to generate a theoretical scheme (see p62). To do this, the findings from each 

cohort (Further Education and Higher Education students) are compared below. The 

group tutorial and individual tutorial are considered separately. The two tables below 

demonstrate at a glance, apparent differences between Further Education and Higher 

Education students’ perceived purpose of tutorial provision.

Figure 14: Comparison of Further and Higher Education Group Tutorial Themes
Higher Education Group Tutorial Further Education Group Tutorial

Problem solving Group discussion and problem solving
Opportunity for discussion Discussing the course and progression
Group bonding Group bonding and socialising
Receiving information Receiving information
Career planning Learning and development

Classroom environment
Engaging with the tutor

Other than the Further Education students making reference to the classroom

environment being more relaxed and enjoyable than other academic or vocational 

lessons there were no other distinct differences in the themes for group tutorial.

Figure 15: Comparison of Further and Higher Education Individual Tutorial Themes
Higher Education Individual Tutorial Further Education Individual Tutorial

Personal support Personal aspects and problem solving
Academic support Planning and monitoring academic 

progress
Attitudinal aspects Attitudinal and environmental aspects

Receiving advice and support
Preparing for progression
Academic support
Motivation

This table appears to be show significant differences in the emergent themes in relation

to the purpose of individual tutorial however further clarification was achieved as the 

theory was integrated and refined through the selective coding process. I have merged 

and analysed the responses from the Further and Higher Education students’ 

questionnaires and focus group data to identify whether the categories provided by the 

two groups suggest shared perceptions when considered in the light of refined 

categories (Appendix 13). I found that two student cohorts share the same perceptions 

in relation to the purpose of group tutorial with one exception, the tutorial environment. 

The Further Education students perceived that one of the positive aspects of group 

tutorial was related to the classroom environment, proposing that group tutorial is good 

when it is carried out in a fun and relaxed environment. The themes that best describe
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the shared perceptions of Further and Higher Education students in relation to group 

tutorial are as follows and are listed in no particular order.

• Group bonding and socialising
• Group discussion
• Personal Development
• Problem solving
• Career and progression
• Giving Feedback (Learner Voice)
• Academic Development and related course issues
• Receiving information

The themes that best describe the shared perceptions of Further and Higher Education 

students in relation to individual tutorial are as follows (Appendix 14), again listed in no 

particular order.

• Being heard and being valued
• Planning and monitoring academic progression
• Tutor engagement
• Problem solving
• Individual tutorial environment
• Academic and course related support
• Preparation for progression
• Personal development
• Personal support and guidance

In addition to these shared themes, I found that the Further Education students make 

specific reference to individual tutorial being an activity to motivate them.

If we take the initial themes of Personal, Academic and Attitudinal (Appendix 10) that 

arose out of the first set of data, they can still be applied to the refined categories listed 

above.

Personal Academic Attitudinal
Problem Solving Planning and Monitoring 

Academic Progression
Being Heard and Being 
Valued

Personal Development Academic and Course 
Related Support

Tutor Engagement

Personal Support and 
Guidance

Preparation for Progression Individual Tutorial 
Environment

Motivation Motivation Motivation

You will see that ‘motivation’, the theme identified by the Further Education students, is

shown in each column. This is because students can feel that they need to be 

motivated in relation to either their personal or academic progression and in order to 

facilitate this it is suggested that tutors need the ability to motivate. The question of 

what students’ expect of the personal tutor is explored in Chapter 7.

By asking the students what is best about group or individual tutorial, the data has 

drawn out what is important to them and therefore what, in their opinion, is desirable 

provision. This however is only one side of the story. For, as well as the need to listen 

to what our students want and need in order to support them in their learning and
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development, the tutors responsible for delivering this provision have their own drivers 

and perceptions of what the purpose of provision is from their own and the institutions 

perspective. We now go on to explore this aspect.

5.3 Tutors’ Perceptions of Tutorial Provision in Post-Compulsory 
Education

The range of terminology and descriptions attributed to the nature and purpose of 

tutorial provision (see p8) makes it difficult for many tutors to feel confident in the 

design and delivery of tutorial curriculum and the pastoral role. It would be fair to say 

that the additional complexity of working in an institution where you may be expected to 

provide both group and individual tutorial to Further Education and Higher Education 

students can create further confusion. I found however that tutors do not appear to 

differentiate between the types of provision required by each of these groups. Instead, 

they view the provision in terms of what is required by one homogenous group of 

‘students’.

The research focussing on tutors’ perceptions began with two tutor focus group 

meetings held in the first institution, one in May 2003 and one in July 2003, to explore 

the nature and purpose of tutorial. During these meetings, the LVT magnetic boards 

were used and tutors were asked to consider what they perceived the purpose of 

tutorial to be and to write each idea on a separate hexagon. The tutors contributed in 

part to the open coding analysis of their data as they grouped and categorised the 

findings (see p57). I took photographs of the magnaboards (Appendix 5) at the end of 

the session as a permanent record of the data. I also entered the data into the LVT 

software for further analysis. Both sets of data were analysed together (Appendix 15). 

The themes emerging from this exercise were:

• Academic Aspects: Including induction, an overview of progress, assessment 
guidance and feedback, study skills development, generation of ideas, 
understanding the course syllabus.

• Group Bonding: To develop a cohesive group and enable group discussion
• Personal Support: General welfare, confidence building, getting to know and 

understand the student, develop a student/tutor relationship, to offer personal 
time for students to talk and discuss issues, to listen to students’ anxieties, offer 
pastoral care act as a sounding board.

• Personal and Professional Development: Helping students to clarify their 
goals, recognise their strengths and weaknesses, develop interpersonal skills 
and provide advice and guidance on sexual health, drugs, finance etc.

• Problem Solving: Support the student in identifying and discussing potential 
solutions to problems and to present students’ ideas and issues on their behalf.

• Career Planning: Support the planning and preparation for career development 
an future employment

• Receiving Information: A forum for exchanging course information, 
understanding procedures and creating awareness of the support services 
available in college.
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• Organisational objectives: Reference was made to individual tutorial being an 
organisational strategy for student retention.

• Attitudinal aspects: This referred to the role and skills of the tutor.

I carried out a similar exercise in the second institution on the 29th June 2004. Again I 

entered the findings into the LVT software and coded them as before (Appendix 16) 

and the following themes emerged:

• Personal development and social skills: This related to supporting students 
in their personal development relating to social and life skills. It was suggested 
that group tutorial was about learning but not related to the vocational or 
academic curriculum

• Academic achievement and progression: This aspect was related to the 
students’ vocational, academic and study skills support, i.e. their core 
curriculum

• Student-centred approach: This was partly about tutorial focussing on the 
student and their needs, ensuring that different styles and levels of learning 
were accommodated and that a broad range of subjects (other than core 
curriculum) were covered. It also related to acknowledging and valuing what 
students bring in terms of their own experiences, skills and knowledge.

• Holistic Learning: Here tutors were talking of a co-ordinated approach to 
supporting students, considering the ‘whole picture’ including life experiences in 
order to support the student well. Reference was also made to a balanced 
curriculum including personal and professional as well as academic and 
vocational.

• Guidance and support: The tutors suggested that this is about being ‘more 
than a teacher’. It was felt that help with student issues occurring outside the 
college was part of this activity and counselling was also felt to be part of this 
role.

I then compared these two sets of findings with the previous tutor perceptions to see 

whether any new themes had arisen.

Figure 16: Comparison of Tutor Focus Group Findings Relating to Tutorial Provision
1st Analysis of tutor perceptions 2nd Analysis of tutor perceptions

Academic Aspects Academic Achievement and Progression
Personal & Professional Development Personal Development and Social Skills
Personal Support Guidance and Support
Career Planning
Problem Solving
Group Bonding
Receiving Information
Organisational Objectives
Attitudinal Aspects Student centred approach 

Holistic Learning

Although not all the themes emerging from the first set of data were represented in the 

second set, I found that the themes from the second analysis sat well with those from 

the first and as no new themes had emerged and I therefore assumed that theoretical 

saturation had occurred. I also noted that once again the attitudinal theme arose, 

suggesting that tutors, like students, perceive this to be an essential consideration in 

the delivery of tutorial provision. This subject is explored further in Chapter 7.

At this stage of the research into the purpose of tutorial provision, although the names 

given to the emergent themes did not match exactly, by engaging in theoretical
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sensitivity to make the ‘creative leap’ (see p60) towards the evolving grounded theory I 

deduced a strong sense of connectedness between the various groups’ of findings. In 

order to draw this particular process of theoretical discovery to a close, I merged the 

findings from the tutors’ data in order to refine the typologies through further selective 

coding. As part of this final act of analysis however, I also considered the potential 

connectedness between the students’ and tutors’ perceptions by attempting to merge 

the categories within the tutors’ themes into the students’ final theoretical scheme. The 

results of this activity (Appendix 17) found that the following themes presented 

themselves as perceptions of the nature and purpose of tutorial shared by tutors and 

students.

• holistic and personalised learning
• personal development & life skills
• academic development and related course issues
• planning and monitoring academic progress
• career planning and progression
• personal support and welfare
• being heard and being valued
• group bonding and socialising
• receiving information
• problem solving
• individual tutorial environment
• tutor engagement

In addition to the shared student and tutor perceptions, the tutor role was identified as a 

theme by tutors as they questioned how they were to fulfil the perceived requirements 

of the provision. In addition, the tutors identified the need for confidentiality for 

individual tutorial but made no mention of the classroom environment for group tutorial. 

The Further Education students however voiced their expectations for group tutorial to 

be a more informal, relaxed and fun environment in comparison to other vocational or 

academic classes. This list of final themes represents tutorial provision as a whole 

however it was the various aspects of provision would fall under the auspices of either 

group or individual tutorial, which will be discussed in the following section.

5.4 Research Findings and Literature Review Discussed
This chapter has explored students’ and tutors’ perceptions to ascertain what the

nature and purpose of tutorial provision in today’s post-compulsory education sector

would look like, if designed to meet the needs and demands of both users and

providers. I have found that the uncertainty regarding the nature and purpose of tutorial

provision is not a new concern. Lang (1985:208-209) for example enquired 'Are we

simply dealing with a set of techniques and strategies designed to help pupils cope

more efficiently with the curricula diet they are currently offered or are we concerned

with wider questions, for example, what constitutes an 'educated' person? If, as this

research suggests, tutorial is about a wider educational experience then the debate is
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even older. Aristotle (cited by Megahy contributing to Calvert and Henderson, 1998:26) 

stated ‘At present there are differences of opinion as to the proper tasks to be set, for 

all peoples do not agree as to the things that the young ought to learn’. This being the 

case, I do not expect this discussion to provide answers to such an age-old question 

however, by drawing together current perceptions and relevant literature this research 

will contribute to moving the tutorial debate forward.

Earwaker (1992:95-100) identifies the vagueness surrounding the purpose of student 

support policies and a need to clearly articulate what is to be provided, how it is to be 

provided and by whom. It is interesting to note that he uses the term ‘student support’ 

whilst describing what the participants in this study describe as ‘tutorial provision’. This 

in itself contributes to the current vagueness of purpose, as the term ‘support’ for many 

would imply an activity that assists in the pursuit of a main objective, and does not 

acknowledge that tutorial also has its own objectives in relation to personal and social 

development or indeed life skills and progression planning as this research suggests 

(see p83). The terminology used to describe tutorial often leads to confusion, as there 

are very few common definitions. Lago and Shipton (1994:61) for example describe 

tutorial as a meeting with very small groups with the topic and direction coming from 

the tutor. Tutoring, according to Lublin (1987:3), is the support of academic 

development, helping students work through exercise sheets and ensuring that course 

content is covered. The descriptions outlined here refer to academic development, 

which does concur in part with what students perceive group tutorial to be for, however 

it is a narrow view of what both students and tutors agree is a complex provision. This 

is not to say that Lago and Shipton (1994:61) or Lublin (1987:3) do not acknowledge 

broader benefits of tutorial. Lublin (1987:3) for example talks of how tutorials can 

‘powerfully affect the development of attitudes and values in students’ but notes that 

this is still within the context of academic development. The development of personal 

skills in this instance is seen as an additional outcome to the tutorial’s main purpose 

rather than it being an integral part of tutorial. Hamblin (1986) uses the term ‘pastoral’ 

and ‘tutorial’ interchangeably throughout his book on pastoral care in schools, 

describing this area of provision as being concerned with ‘respect for the individual and 

the transmission of values as well as provision of skills’ with the intention of developing 

autonomous, rational consideration. Calvert and Henderson (1997:141) refer to the 

whole tutorial provision as pastoral care and suggest that it has ‘undergone dramatic 

changes in the last thirty years and continues to evolve'. They recognise an emphasis 

on academic achievement and suggest that ‘...a narrowly defined curriculum’ threatens 

to ‘stifle imaginative, holistic approaches to curriculum design’. Bramley (1977:16) 

shares a similar view referring to an imbalance in demands for academic excellence to 

the detriment of social and interpersonal growth. This research has found that students



and tutors value the opportunities for personal and social development afforded by 

tutorial provision (see p83). It has also been found that personal and social 

development is high on the 14-19 Education and Skills agenda, it is embedded in the 

new Specialised Diplomas and at the core of personalised learning (see p21).

The research findings I have presented here contribute in part to resolving the 

vagueness that currently surrounds tutorial provision, by identifying students’ and 

tutors’ expectations of the provision and by providing some useful terminology for the 

tutoring community to build on. I describe the terminology as useful because it is 

derived from students and tutors everyday language and relate to tutorial in practice 

and can therefore be readily understood. I have found that students and tutors in post- 

compulsory education share the following expectations of tutorial provision and 

describe them as:

• holistic and personalised learning
• personal development & life skills
• academic development and related course issues
• planning and monitoring academic progress
• career planning and progression
• personal support and welfare
• being heard and being valued
• group bonding and socialising
• receiving information
• problem solving
• individual tutorial environment
• tutor engagement

It can be seen from these themes that Bramley (1977:16) is right to be concerned

where tutorial provision is overtaken by demands for academic excellence as it is 

suggested by these findings that students and tutors value tutorial for the personal and 

social development as well as for the academic support it offers. Bentley (1998:4) also 

recognises value in ‘opportunities to develop emotional competence [as] a crucial part 

of the new landscape of learning’. He substantiates this by claiming that education 

currently faces three challenges namely learning about citizenship and morality, 

developing employability skills, implicit in the ECM themes (see p27), and addressing 

underachievement and exclusion which is now an expressed objective of tutorial 

support (see p7). His response to these challenges is to acknowledge learning from a 

broad range of contexts, which is described by the tutors in this study as holistic 

learning.

The themes presented above represent tutorial provision that, as a whole, would serve 

the needs and expectations of both students and tutors. However, the planning and 

organisation of tutorial delivery is divided between group tutorial and individual tutorial. 

The following table illustrates how it is envisaged that the provision would be delivered 

based on the students’ exploration of group and individual tutorial.
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Figure 17: Aspects of Tutorial Provision Allocated to Group and Individual Tutorial

The first five aspects of provision shown in italics demonstrate that there are 

connections between the objectives of group and individual tutorial and the remainder 

belong solely in either a group or individual tutorial context. The research suggests that 

these aspects of provision should be considered alongside the environment in which it 

takes place and therefore the structure of provision also has implications for 

appropriate accommodation to enable either the confidentiality that is required during 

individual tutorial or rooms to facilitate the experiential learning desired by Further 

Education students.

Having considered the overall nature and purpose of tutorial provision we will move to 

discuss group and individual tutorial as two separate modes of tutorial provision.

Group Tutorial

This empirical research found that Further and Higher Education students’ expectations 

of group tutorial are:

• Group bonding and socialising:
• Group discussion:
• Personal development and life skills:
• Career progression:
• Giving feedback
• Academic development and related course issues
• Receiving information

In addition to these shared perceptions, the Further Education cohort also placed 

importance on the group tutorial environment being relaxed, informal and fun. I found 

that tutors share these perceptions but also suggest that they are underpinned by an 

ethos of holistic and personalised learning. The findings of this inquiry support in 

principle McMahon’s (1985:46) proposal that group tutorial should be used for:

• administration
• student selected items/skills
• reflection/evaluation of weeks' work
• ideas exchange
• future planning
• feedback
• problems - important to ensure students do not think this is all the tutorial is for
• relationship building teacher/group and intra-group.

Group Tutorial Individual Tutorial
Personal development & life skills 
Academic development & Course related 
issues
Career planning & progression 
Being heard and being valued 
Problem solving 
Tutor Engagement
Group discussion, bonding and socialising 
Receiving information

Personal development & life skills 
Academic development & Course related 
issues
Career planning & progression
Being heard and being valued
Problem solving
Tutor Engagement
Holistic & personalised learning
Planning & monitoring academic progress
Personal support and welfare
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Furthermore, my research findings add to McMahon’s (1985:46) student selected 

items/skills by providing a list of topics students suggested during this research. And, 

the findings from the exploration of feelings and emotions at play covered in Chapter 6 

extend McMahons’ (1985:46) reference to teacher/group relationship building.

I found that students and tutors recognise that group tutorial offers an opportunity to 

provide a range of academic support activities to address, for example, study skills 

concerns. This is corroborated by JM Consulting (in HEFCE 2006:7) who suggest a 

range of study skills initiatives were found to be highly effective in supporting widening 

participation (see p19). The development of study skills concurs with the current 

Labour Government’s agenda to improve basic skills at all ages and integrate key skills 

(soon to become ‘functional skills) into the Further Education curriculum (see p20). I 

noted however that the need for study skills development varies between individuals 

and this research found that although generic study skills support was deemed 

appropriate for group tutorial, it is preferable for students to address their individual 

study skills problems in the privacy of an individual tutorial.

During this research, the Higher Education students suggested that there are 

significant differences in tutorial requirements at different stages of their studies. They 

suggest that during the first year they are concerned with settling into college and 

focussing on study skills, whilst in the second year they turn their attentions to career 

planning and progression. Earwaker (1992:19) recognises that there are differences in 

students’ needs in terms of various stages of their student life, which he refers to as:

• General development (development as a person): growing up and growing 
older and aspects of development related to that age group

• Vocational or professional development occupational socialisation

He also recognises the development ‘as a student’ which he describes as a cyclical 

process as students progress through their course. Wheeler and Birtle (1993:24-27) 

have also recognised this, suggesting that the pattern of tutorial provision should follow 

the academic lifecycle similar to the stages of development as a student that Earwaker 

(1992:19) suggests. In essence Wheeler and Birtle (1993:24-27) propose the following 

structure to provision:

• First Year: Induction -  Establishing a good rapport in the initial meeting and 
getting to know a little about the student using open ended questions. The 
conversation should explore something of the student’s academic background 
and current needs or anxieties around their student life, personal/social 
interests, and career aspirations.

• First Year: 2nd Term -  Discussion around how things are going, 
problems/difficulties that may have arisen, progress on assessment work.

• First Year: 3rd Term -  Progress review, preparation for exams, work placement 
or summer work may feature.

• Second Year: Students are now aware of expectations and standards. Students 
are also aware that by now they should have integrated into university life. If
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they have not, discussions around expectations and disappointments 
surrounding the student’s course or social life may feature.

• Third year: Features final exams, career progression, and preparation for 
leaving university. Often featured are financial problems and personal 
relationships.

Although these are useful guidelines in terms of identifying students who may be 

struggling or in extreme cases at risk of disengaging, it is still arguably based on the 

deficit model of problem solving with a little forward planning included. This pragmatic 

approach to ‘doing’ in relation to organising and problem solving as opposed to 

‘developing’ through experiential learning and reflection, discussion and exploration is 

maintained, in their view, as the purpose of group tutorial. They describe the content of 

group tutorial, again using the student lifecycle approach, as follows:

• Induction: Introductions and discussion of hopes, fears and expectations of the 
course

• Mid first term: how the students are settling in and discussion about good and 
bad aspects of the course

• Second Term: monitoring progress, study skills, preparation for exams
• Third Term: Coping with exam anxiety, planning revision, thinking about 

summer vacation
• Second Year: Review of year 1, lifestyle, coping strategies, thoughts about the 

future
• Third Year: Review of year 2, coping strategies for stress, applying for jobs or 

placement, career, planning for final exams, saying goodbye

Personal anxieties and coping strategies are addressed, as are study skills,

development of exam skills, and plans for progression. These are all aspects of tutorial

provision identified by students and tutors during this study. However two points should

be made here. Firstly, it is unclear what Wheeler and Birtle (1993:24-27) mean by

lifestyle and whether this refers directly to student life in which case the personal

development and life skills elements as described by the students in this study do not

appear to be addressed. Secondly, the timing for some of these activities could be

questioned. For example, where study skills are not addressed until the second term,

those students in need of support may already be falling behind or have dropped out

for fear of not being able to cope. Leaving discussion about careers until the final year

can sometimes be too late, particularly for those who are still unclear about their

choices but feel they cannot allow the time to explore options as they write their

dissertations and/or prepare for final exams. It can also be problematic for those

students who wish to continue with further study on popular courses which they should

have applied for earlier and find are already full for the following academic year.

This investigation has found that both students and tutors desire a tutorial curriculum 

that combines personal development, life skills and study skills. This does not fully 

concur with the views of Clutterbuck (1998:11) who proposes that tutorial is about 

developing knowledge rather than skills unless, as Bentley (1998:4) proposes, there is
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a shift in what we perceive to be knowledge to include what to say, how to say it, 

knowledge of oneself and the ‘ability to do’. Bentley’s (1998:4) suggestions are based 

on his findings that many young people are unable to apply what they learn in schools 

to other situations. He also proposes that current education is organised in a way that 

creates ‘an artificial distinction’ between knowing and doing. This is why he suggests 

extending the curriculum to one of personal development and making sense of what is 

learnt in order to make it useful. The experiential approach suggested by the Further 

Education students would facilitate the link between knowing and doing as Bentley 

suggests.

The notion of tutorial being developmental is supported by students and tutors, both 

groups indicating a desire for tutorial to incorporate personal and professional growth 

and development as well as individual support for those facing difficulties. This 

suggests moving from a deficit model of tutoring designed only to assist students in 

times of difficulty, to a developmental model that broadens the curriculum to 

encompass a holistic approach to learning. Such an approach would allow students to 

draw from a range of experiences in a variety of contexts such as college, work and 

their social environment and would address student difficulties by drawing on their own 

internal resources for decision-making and problem solving. The research by 

Bagdonas (2003) into students’ stress and fear supports the notion of a holistic 

approach to self-development, grounding it in the ideology of humanistic education 

proposing that the aim is to develop ‘positive self-evaluation, self-identification 

comparing oneself to others, openness to new experience and mastering senses 

acquired at school and from other informal sources’. This research has found that 

students value group discussion that allows them to be heard and be valued, to air their 

views and listen to the views of others, activities that contribute to forming their own 

identity as they learn from others. However, to enable this development to occur 

Bagdonas (2003) suggests that emotional freedom to learn through subjective 

experience and self-expression is essential, which relates well to the Further Education 

students’ expectations for the tutorial environment to be fun and relaxed. Lang 

(1985:208-208) does not deny that activity-based tutorial can make a valuable 

contribution to student development however he suggests a need to consider the 

effectiveness of activity-based tutorial work and how that differs between institutions, 

implying that there is the possibility that such activities are not necessarily carried out 

effectively enough to be of benefit to the students’ wider development.

Working alongside the benefits of an experiential approach to tutorial is the group 

bonding and socialising that students and tutors value. This confirms the importance of 

developing identity through self-awareness within a reasonably ‘safe’ environment such
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as in a group tutorial setting. This comes with the caution however that there is the 

potential to adopt ones identity from such groups thereby becoming ‘what we belong to' 

rather than ‘what we are’ Hamblin (1986:2-3). This is a qualified reminder to consider 

the objectives of tutorial provision in relation to developing autonomy. Autonomy is not 

only about students developing the skills and knowledge to become ‘expert and 

independent learners’ (see p24), but also to come to know and understand themselves, 

their values and attitudes and develop life skills such as decision making and coping 

strategies to enable them to be at ease living and working in today’s society. Learning 

and knowing about oneself also requires a person to take responsibility and ownership 

for who you are and to make decisions about how that is played out in society. Group 

tutorial can support this transition by facilitating debate discussion and problem solving 

activities in order allow students to explore their thoughts, beliefs and social interaction. 

Hamblin (1986:2-3) supports this, proposing that personal development should include:

• Development of identity through self-awareness
• Developing ability for rationale self-vigilance
• Exploration of intrinsic motivation and going beyond what is required
• Responsibility to others and the environment
• The forces that affect their autonomy

The need to broaden personal development to encompass responsibility to others and 

the environment is mirrored by Bentley (1998:61-62) who suggests that people need to 

learn to cope with the kinds of tensions and conflicts that present themselves in both 

work and social contexts throughout life. He describes these conflicts as follows:

• Rules versus norms
• Power versus authority
• Self versus other
• Structure versus creativity
• Control versus freedom
• Familiar versus novel
• Abstract versus concrete

By facilitating the exploration of these tensions using contexts relevant to their general 

progression paths and career aspirations, group tutorial can provide the forum for 

personal and life skills development as identified in this study (see p82). Hamblin 

(1986:8) stresses a need for tutorial to be meaningful to all those taking part, 

suggesting that tutorial programmes should be negotiated activities designed around 

the perceptions of what pupils (he uses this term as he refers to tutorial in schools), 

tutors and parents believe to be useful. Hamblin (1986:2-3) proposes that considering 

the tensions such as those suggested by Bentley (1998:61-62) can lead individuals to a 

deeper understanding of how to make choices, preparing them for independent 

decision making and autonomous learning. He illustrates it thus: ‘How does a child 

decide between the knowledge that he should obey rules set by his school to move 

between lessons as quickly and safely as possible, and the pressure arising from the
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norm set by his peers to dally in the corridors, chatting and catching up with his 

friends? In trying to solve a maths problem, how far should a pupil follow the structure 

set out by her text book, and how far should she try different approaches based on past 

experience of what has worked, or even on a hare-brained idea that she has a hunch 

might be useful?’ In this explanation, Hamblin has captured the essence of experiential 

learning through fun and social interaction that the Further Education students in this 

study seek from group tutorial. Rogers (1969:26) recognised trust as an essential 

component for students to achieve holistic personal as well as academic development 

suggesting tha t'Classrooms became more exciting places of learning as I ceased to be 

a teacher. It happened rather gradually but as I began to trust the students I found they 

did incredible things in their communication with each other, in learning of the content 

material in the course, in blossoming out as growing human beings’. This research 

found that Further Education students spoke of a desire to enjoy their group tutorial by 

having fun in a relaxed environment. This suggests an experiential approach to group 

tutorial design and delivery.

We have spoken at great length about a developmental approach to tutorial provision 

being desirable from a student perspective, valued by tutors, and required from a 

regulatory standpoint (see p25). This is not, however, to undermine the importance of 

the support element integral to tutorial where, for example individual students require 

academic, personal or welfare support to enhance their potential to achieve and 

progress. On that note, we will now consider the nature and purpose of individual 

tutorial.

Individual Tutorial

The nature and purpose of individual tutorial can be as confusing and misunderstood 

as group tutorial. It is suggested that the lack of a working consensus as to the nature 

and purpose of tutorial provision leads to inadequate support for pastoral care in post- 

compulsory education at a national level (see p9). Wheeler and Birtle (1993) and 

Earwaker (1992) refer to the historical context of tutorial provision beginning in 

Oxbridge colleges where the personal tutor acted in loco parentis. Personal tutors were 

responsible for the academic progression and personal and moral development of the 

students in their care. This was a personal relationship in which many things were 

discussed of both a scholarly and personal nature, dictated by the students’ academic 

performance and personal development needs. Wheeler and Birtle, (1993:15) citing 

Halsey (1991) and Tapper and Salter (1992) state that the expansion of Higher 

Education in the UK has seen a decline in this style of personal tutoring provision. As 

the personalisation agenda progresses however, tutorial is again becoming the focus 

for developing what the DfES refers to as ‘soft skills’ (see p22) and for responding to
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the holistic learning needs of each student (see p23), suggesting that the latter day 

Oxbridge model may return, albeit in a slightly different guise, in Further Education at 

least.

Institutions rely on individual tutorial to improve levels of student retention and 

achievement by offering personal support and guidance. Martinez & Munday (1998) 

reported on the causes of student persistence and dropout and found that staff and 

students both felt there to be a relationship between students’ personal circumstances 

and student dropout. Examples of these include:

• Lack of parental or partner support
• Caring or other family commitments
• Pregnancy and arranged marriage
• Illness
• Financial hardship
• Benefit problems
• Time, distance, cost of travel
• Cost of course materials
• The demands of part-time jobs
• Progression reasons including students leaving to take up employment 

Staff also highlighted the importance of the following problems:
• Limited awareness of how to access help and support
• Inadequate referral and support for vulnerable students
• Pressures on time, caseloads and the level of demands on tutors
• Lack of recreational activities

The report acknowledges that student help and guidance increases the potential to 

retain students facing personal difficulties and it suggested strategies such as specialist 

advice or counselling. It also suggests creating opportunities for alternative modes of 

study when attendance is difficult, which supports the move towards flexible learning 

outlined in the personalisation agenda (see p22). It is recognised that many colleges 

provide student services such as counselling and advice on careers, finance, benefits, 

accommodation and healthcare issues. The report found that although students were 

generally aware that these services existed they were not clear on how they could be 

accessed. Inconsistent provision within individual institutions was found.

Some students expressed the opinion that they had no need of individual tutorial and

would prefer it if the meetings were not mandatory (see p71). Bramley (1977:15)

suggests that the formal tutorials are ‘disastrous’ with the tutor feeling obliged to follow

a process that leaves students feeling awkward. The result of this is that the student

fails to turn up or the tutor makes excuses for not being able to keep the appointment.

In these circumstances, the purpose of the tutoring relationship is negated. It is fair to

assume that some students are able to work more independently than others and with

the minimum of tutorial input. However, a tension does occur between the students’

needs to feel independent and the institution’s regulatory requirements. Students

require the freedom to develop as autonomous learners whilst the institution is required
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by the inspection regime to evidence that progress is monitored and support is in place. 

The opinion expressed here by some students also implies that they only envisage 

individual tutorial as a support mechanism, however the general consensus amongst 

tutors and students in this research is that individual tutorial is as much about 

development as it is about support and encompasses:

• Planning and monitoring academic progress
• Academic and course related support
• Problem solving
• Personal development
• Preparation for progression
• Personal support and guidance
• Being heard and being value

In addition to these shared perceptions between Further and Higher Education 

students, Further Education students also recognised a desire to be motivated by the 

tutor whereas this did not emerge from the Higher Education cohort.

As well as discussing the purpose and content of individual tutorial, the level of tutor 

engagement was raised on a number of occasions. It was found that students and 

tutors alike recognised tutor engagement as a factor affecting the effectiveness of 

individual tutorial and referred to developing a student/tutor relationship. As this was a 

recurring theme the student/tutor dynamics are explored in Chapter 6. Furthermore, an 

exploration of the desirable skills and attributes to facilitate a positive tutoring 

relationship are discussed in Chapter 7. Wheeler and Birtle (1993:3) describes 

individual tutorial as an ‘anchor’ for providing for a range of personal and academic 

issues including anxieties relating to their studies, relationships, finance and other 

welfare issues, a view that is broadly confirmed in this thesis. Other contributors to the 

development of post-compulsory tutorial provision such as Lublin (1987) and Lago and 

Shipton (1994) share this position but also refer to the role of tutorial in supporting 

students through periods of transition. This relates to both the settling in period at the 

start of a course and the preparation for progression as proposed by both students and 

tutors. During this study, it was found that tutors questioned the nature of the tutoring 

role, suggesting that the personal tutor role was To be more than a teacher\  Lang 

(1985:208-209) proposes that there are 'uneasy relationships' between pastoral care 

and personal and social education that must be addressed. This is particularly true now 

in light of the focus on the ECM themes (see p27). According to Lago and Meah 

(1999:7) tutorial provision is primarily aimed at facilitating students’ personal 

development, monitoring progress and providing a link between the student and the 

institution. They propose that in order to achieve these aims personal tutors should act 

as both confidante and advocate on the students’ behalf. I consider this further in the 

context of the tutoring role in more detail in Chapter 7.
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Three individual tutorial meetings appear to be the norm across the sector however, 

this study found that some students would like more than the three to meet their needs. 

This suggests that either students generally find individual tutorial particularly useful or 

that some students are more dependent on the tutor for help or guidance than others 

and it is those students that suggest an increase in provision. The latter explanation 

would have some significance in relation to developing of the autonomous learner or 

‘expert learner3 to use LSN terminology (see p24). It should be considered for example 

whether students entering Higher Education are expected to enter as competent 

autonomous ‘expert learners or is the expectation that they will be supported to 

develop independent learning skills during their Higher Education studies. The generic 

personal, learning and thinking skills integrated into the new Specialised Diplomas (see 

p20) suggest that this issue will be addressed before students enter Higher Education, 

however the Widening Participation review (see p17) suggests that study skills 

initiatives are effective in supporting students entering Higher Education through non- 

traditional routes. This being the case wherever Widening Participation activities 

continue to encourage students in Higher Education from non-academic backgrounds, 

those students will not have had the opportunity to develop as ‘expert learners' before 

entering Higher Education. For those students choosing not to attend individual tutorial, 

the tutoring relationship was often cited as the barrier. One participant related their 

feelings of anxiety about being ‘judgecf and implicitly referred to the balance of power 

within the tutoring relationship by saying “...you can meet them on this level, even 

though you know that they are obviously above you". It is right and proper to 

acknowledge that this is how this particular student read the relationship, however it 

should also be acknowledged that this might not necessarily be as a result of the tutor’s 

behaviour or what the tutor intended. It is equally feasible that where such perceptions 

occur there is a possibility that the student makes this assumption based on prior rather 

than current experience.

Comments were also made regarding the timing of individual tutorials. Suggestions 

were made for a drop-in system to be put in place rather than timetabled sessions in 

order to address their needs on demand. This certainly fits with the need to be more 

responsive to learners’ needs highlighted in the personalisation consultation paper (see

p22).

Situational Learning

There has been previous mention in this thesis of the complex system in which tutorial 

provision occurs (see p38) and there are clear examples of this in relation to individual 

tutorial. To illustrate the richness of the context I will contrast tutorial in arts and media 

with tutorial in engineering. I shall begin with personal tutoring in the arts and media
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departments. As students explore the artistic dimensions of their work they also 

reflected inwardly to understand where their ideas emanated from and how their ideas 

could be further developed. To this end, tutor/student interaction is a constant 

engagement on a personal level from which their vocational and wider skills 

development emerge. Personal and social aspects influencing their studies emerged 

through this dialogue. Tutors in these vocational areas describe students’ wider 

personal and social development as learning through conversation. Juxtapose this with 

the department of engineering, a science based vocation where the teaching of ‘fact’ is 

at the heart of the curriculum. A clear resistance to engaging with students on a 

personal level was found at both institutions. Tutors in the engineering departments 

made it explicit that the development of knowledge was about transferring information 

from tutor to student and that personal issues were not related to learning. Barnes and 

Shemilt (1992:144) describe these differences in tutors’ attitudes using the terms 

Transmission Teacher’ and ‘Interpretation Teacher’. A Transmission Teacher 

‘Perceives the teacher’s task to be the evaluation and correction of the learner’s 

performance, according to criteria of which he is guardian’. The Interpretation Teacher 

‘perceives the teacher’s task to be the setting up of a dialogue in which the learner can 

reshape his knowledge through interaction with others.’ I believe that these two 

descriptions fit well with the examples previously given, that is to say I would recognise 

tutors in the engineering departments to be mostly transmission teachers and tutors in 

the arts and media department to be mostly Interpretation Teachers. The assumption 

that various groups of tutors are influenced by the vocational area in which they work 

they work may appear to be a sweeping generalisation however this is supported by 

Barnes and Shemilt’s findings. They found, for example, that teachers of science or 

languages where the objective is to teach the ‘rules’ that underpin these subjects were 

nearly all at the transmission end of the continuum. Teachers of religious education on 

the other-hand, in their quest to develop student’s moral understanding, were closer to 

‘Interpretation’. These norms appear to have developed as part of the culture of the 

departments or professional groups. I have also noted that where this occurs tension 

can be created where institutional objectives do not sit well with the individual groups’ 

values.

5.5 Summary

This chapter contributes to resolving the lack of definition surrounding the nature and 

purpose of tutorial provision by offering a frame of reference (Appendix 19), to aid 

planning and design. The inductive exploration of students’ and tutors’ shared 

perceptions has resulted in descriptions emerging from their everyday language and 

terminology and is therefore useful in practice, and will contribute to addressing the
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confusing range of tutorial terminology at least within individual institutions if not across 

the sector. From an institutional perspective, the focal point for tutorial provision is on 

supporting student retention and achievement (see p7) and fulfilling the Every Child 

Matters agenda that is embedded in the Ofsted inspection regime. It is also a vehicle 

for engaging with the ‘Learner Voice’ and responding to students’ demands as 

‘consumers’ (see p15). From students’ and tutors’ perspectives, tutorial provision is 

broadly considered to be an opportunity for personal, social and academic 

development; guidance, support and welfare; having a voice to influence their learning 

experience; the giving and receiving of information; career and progression planning 

and all that these activities entail (Appendix 19). Tutorial provision can therefore be 

described as complex and multi-faceted.

It has been found that the nature of tutorial provision in practice is dependant on a 

number of factors, namely the institution’s tutorial ethos, ownership of the tutorial 

agenda, the level of tutor engagement and the tutorial environment. The tutorial ethos 

determines the approach to delivery and underpins the institution’s tutorial policy. It is 

helpful therefore, for institutions to be explicit about what purpose tutorial provision 

serves in light of their own institutional values, mission and strategic objectives. Or, as 

Lang (1985:208-209) puts it, make clear ‘ What [in their view] constitutes an educated 

person’ If an institution perceives an educated person to be someone leaving the 

institution with the qualifications they intended to achieve and nothing more, that 

institution’s tutorial ethos may be described as achieving academic excellence. The 

provision therefore may be designed around target setting, monitoring student progress 

and academic development including study skills as in Lublin’s description (1987:3). 

Institutions proposing a holistic tutorial ethos such as Bramley suggests (1977:16) are 

more likely to adopt a wider curriculum based approach to tutorial that encompasses 

personal, social and academic development. As institutions consider how their tutorial 

ethos is translated into policy other considerations come into play such as the 

regulatory guidelines and current Government education policy that I have discussed 

Chapter 2. At present, the current Government education agenda focuses on skills 

development, personalised learning and widening participation. The related policies 

emphasise personal as well as academic development and therefore it would be 

beneficial for post-compulsory institutions to adopt a holistic and personalised ethos in 

order to comply with regulatory requirements. Moreover, this research has found that 

students and tutors perceive the holistic, student centred approach to be of value to 

student achievement and progression (see p85). Students and tutors participating in 

this research also indicated the importance of tutorial being flexible and responsive to 

students needs. Interestingly these aspects form part of the structure for personalised 

learning (see p22). This research suggests that a flexible and responsive approach to
96



tutorial curriculum design would enable the needs of students to be met through a 

negotiated tutorial curriculum. It would also serve to address the diverse attitudes and 

approaches towards tutorial that exist across an institution and allow the design to 

reflect the stage students are at in their studies in order to make the provision relevant 

to their needs at that time (see p89). To this end, a ‘one-fits-all’ group tutorial 

programme is not advised as it discourages student ownership of the learning agenda 

and does not allow for flexibility to respond to students’ needs as various issues 

naturally occur. The management implications for enabling a flexible and negotiated 

model would however make quality assessment and mapping of regulatory 

requirements more complex than where, for example, an institution adopts a single 

tutorial curriculum across the board. There are also implications for practitioners in 

relation to tutors’ attitudes, approaches and levels of confidence. Some tutors feel 

‘safe’ with strict curriculum guidelines to follow (see p10) and find that working flexibly 

can create tensions under the current inspection regimes where quality is judged in 

part by schemes of work, lesson plans and so on which do not sit well with a class 

working to an open agenda. Furthermore, the Further Education students were very 

clear about their expectations for the group tutorial environment to be relaxed, fun and 

‘different’ to other classes (see p75) however in practice it has been found that again, 

some tutors are anxious to step away from the didactic approach that ensure clear and 

measurable outcomes, and towards an experiential approach that, to the untrained 

eye, can appear disorganised and without purpose.

The individual tutorial environment has also arisen during student and tutor 

discussions, emphasising the need for privacy. One aspect of individual tutorial is to 

enable students to disclose either personal or academic issues affecting their potential 

to succeed (see p93). Experience has taught me that where a confidential conversation 

cannot take place students will not raise difficult issues and subsequently they do not 

receive the support they need, which results at best in their unnecessary struggle and 

at worst in complete disengagement. Students and tutors also referred to individual 

tutorial as a developmental relationship that contributes to the holistic development of 

the learner. Tutor engagement again comes into play here. Both students and tutors 

recognise that positive tutor engagement is essential for individual tutorials to be 

beneficial (see p93). Allied to this, both Further and Higher Education students referred 

to the importance of the personal tutors’ attitudes, skills and qualities, which is explored 

further in Chapter 7.

So, we have found that tutorial is complex but not unfathomable. Institutions need to be 

clear about how they intend both group and individual tutorial to contribute to students’ 

support, development and general learning experience, and importantly, to make that
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information explicit for those undertaking the task. It has also been found that there is a 

balance to strike between meeting the students’ curriculum and pastoral needs, and 

fulfilling the need for institutions to comply with regulatory requirements. It is suggested 

that this balance can be achieved through a flexible and negotiated curriculum, and 

that such flexibility will turn enable the design of provision to take account of the 

internal complexities and timeliness of activities. However, for this to work successfully 

the research suggest a need to recognise that tutors need support in order to make the 

transition from tutors who ‘deliver’ the tutorial curriculum to tutors who ‘engage’ in the 

tutorial curriculum by embracing the notion of experiential learning.

Finally, this element of the research has brought to mind the significance of the 

student/tutor relationship in the context of tutorial provision, but particularly in relation to 

the personal tutoring role. It has made mention of the students feelings and emotion 

instigated by tutoring relationship, so we will now take a brief look at some of the 

emotions at play in order to understand how the tutoring relationship can impact on the 

students and on their learning experience.
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Chapter 6: The Tutoring Relationship, Feelings and
Emotions at Play_________________________________

One of the fascinating aspects of undertaking grounded theory is that you can never be 

sure where the research will lead you, as this chapter demonstrates. The reason for 

exploring the effects of tutoring interaction emerged from an unexpected theme arising 

from the inquiry into the nature and purpose of tutorial provision. The tutoring 

relationship became a recurring theme that suggested tutors’ attitudes (see p71) and 

tutor engagement (see p93) are significant to the students learning experience. In 

Chapter 1 of this thesis, we discussed how students in post-compulsory education are 

directed by the institution towards their personal tutor to support their personal and 

academic development, and to address any concerns affecting their academic 

progress (see p7). Essentially, if this relationship does not work the student is likely to 

find progress review meetings with their tutor at best uncomfortable and worst 

untenable. Furthermore, it is unlikely that students finding themselves in a difficult 

tutoring relationship will disclose personal or academic issues that are negatively 

affecting their studies, thereby removing the opportunity for essential support to be put 

in place. The risks here for both the student and the institution are that as the student 

struggles to reconcile the situation they may disengage completely, leaving the 

institution with a sense of failure. This in turn reduces the institution’s success rates 

and income. So, it is important for all concerned to ensure that the tutoring relationship 

works well to benefit all parties. This exploration considers findings from a student 

focus group together with a number of personal stories that illustrate some of the 

factors affecting the student/tutor relationship and how the students interpret these 

events to impact on their learning experience.

6.1 Students’ Experience and Emotions

This section presents the empirical research undertaken to explore students’ 

experiences and emotions within the tutoring relationship. This began with a student 

focus group discussion and was followed by the sharing of personal stories to illustrate 

individual thoughts and feelings. I shall begin by reporting on the focus group 

discussion.

Higher Education Student Focus Group

I arranged a focus group meeting of Higher Education students, on 11th June 2002, to 

explore issues around emotions and learning. These themes had emerged during the 

first meeting with this group (see p73). The discussion then centred on the feelings at 

play in learning situations. I used open-ended questions to trigger discussion as this 

allowed a natural flow to develop. This was to ensure the participants were at liberty to
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discuss aspects they felt were relevant to their experiences rather than being controlled 

by the researcher.

When the participants were asked how learning ‘felt’ one student’s initial response was 

to explain that at the beginning of the course it was a steep learning curve and he, 

along with a number of fellow students “Felt like packing it in” He talked of getting 

through everything and having so much to do. Reference was also made to how 

everything was new and how they experienced a feeling of alienation as friendships 

were not yet formed explaining “You haven’t got the support there to cope with it”. 

Other participants agreed that the amount of work was a worry and the type of work 

that was expected such as presentations or academic writing concerned them. Each 

student had different concerns relating to their academic performance and reiterated 

their need for study skills to support their academic development (see p69). When the 

participants discussed writing and submitting assignments one student commented “I 

get really nervous about my work being judged’ and stated that they would not admit to 

being unable to do something as they felt there was an expectation that they could and 

should be able to cope. The same attitude applied in relation to having an 

unwillingness to disclose personal difficulties that may be affecting their ability to work 

well. When the matter of disclosing difficulties was explored further, the personal tutor 

relationship was cited as a reason for choosing whether or not to enter into such 

discussions. One student reporting an extremely positive attitude to tutorial support 

stated “It’s like having a friend who you can talk to about anything” whereas another 

student who admitted to being less likely to discuss problems said of his tutor “They are 

obviously above you” indicating perceptions of power and equality at play in the 

student/tutor relationship. The attitudes displayed by tutors and their level of 

engagement were also raised as it was said to be important that the tutor was “Willing 

to engage with you, what’s going on in your course and if necessary, what’s going on in 

your personal life as welf’. This aspect was also touched on in the exploration of the 

purpose of tutorial (see p72). The group went on to talk about their own perceptions of 

their abilities and the personal hurdles they faced. There were underlying issues of 

confidence and a perceived need for more individual support in the shape of 

encouragement and for tutors to voice a belief in the students’ ability. The students 

expressed wanting “Someone available to go to when needed”, which supports earlier 

findings that a flexible approach to support is desirable (see p97).

Anxieties did not just revolve around tutor interaction. Some frustrations were felt in 

relation to other students’ behaviour. For example, some individuals not contributing to 

group work within given deadlines it was felt demonstrated poor commitment and a 

lack of consideration for others. The participants acknowledged that it is possible to
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misjudge peoples’ intentions particularly if they are not aware of others’ personal 

circumstances and what may lie behind some of their actions. It was suggested that 

this was one of the benefits of group tutorial in lending itself to discussing and resolving 

such issues in order to reduce tensions amongst the group (see p78). In touching on 

what lies behind students’ actions, and considering their perceptions of their tutor 

relationships, I was intrigued to discover what emotions the participants had 

experienced during their learning journeys and what events had stimulated those 

emotions. To this end, I invited the participants to share their personal stories in order 

to gain some insight.

Participants’ Personal Stories:

This section presents four students’ stories that illuminate various emotions 

experienced (see pp57-58) during their learning experiences. The participants were 

invited to write about a significant learning event or episode that they found to be either 

positive or negative. They were not limited to drawing on experiences in their current 

studies as it was more important for me to find out what experiences stood out in their 

minds and why. I agreed to participate in this activity to demonstrate mutual respect 

and I shared my story with each participant as they shared theirs with me. All the 

participants in this exercise chose their own pseudonyms to protect anonymity.

Blissful’s Story

Blissful, wrote about her experience of education in a convent school and described 

one incident thus: ‘Each class has it’s own little concert - girls would get up in front of 

the class and dance or sing or recite a poem. My tour de force was a rendition of ‘All I 

want for Christmas is my two front teeth’. I had lost both my front teeth while having my 

tonsils extracted... One of my teeth was my second and so from that early age I had 

the embarrassment of having to wear a false tooth on a little pink plate. That event is 

another ball game altogether but it does put what happened, the choice of song etc., 

into perspective... It was a nun we had that year and I had only sung the first line or so 

before she bellowed “sit down, your behaviour is disgraceful’ or similar words. To this 

day I can feel the shock of hearing those words, the cruel tone of her voice, the hurt, 

the humiliation I felt then. I remember my friends all being supportive and issuing 

various levels of curses on this nun and telling me how great I could sing that song. But 

the hurt never ever left me’. Blissful had puzzled over what she described as a 

seemingly harsh reaction that had she experienced from the teacher. In discussion, 

Blissful suggested that the intensity of the teacher’s outburst was an unexpectedly 

harsh and aggressive display. Blissful went on to disclose how she had found this and 

other similar incidents humiliating, and revealed that she felt these events had affected 

her personality and her later path in life. She explained,’ Hindsight is a wonderful thing,
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or so they tell us. For me it highlights the emotions I felt as a young vulnerable child 

and young lady. The fear of authority figures has remained with me. Lack of confidence 

in myself, and my abilities (decisions not to further my education at one point, ‘settling’ 

for such and such rather than aspire to higher things) is still an issue for me. It has 

permeated my working life, my marriage even my relationship with my children’. Blissful 

explained that the examples here were one of many similar events over a number of 

years and that she believes that over time these events destroyed her self esteem and 

self worth. Blissful notes that her deep-seated lack of confidence creates a general 

anxiety in her daily life and she does not view her achievements comfortably or with 

pleasure but more with a sense of relief. As a student, Blissful has to be strongly 

encouraged to try something new for fear of failure and is anxious about the response 

she will receive for her efforts.

Sara’s Story

Sara described two brief but lasting incidents that took place during her secondary 

education. The first related to when the class was receiving some marked homework. 

The second related to perceptions of her abilities and aspirations. She wrote as though 

telling a story in order to distance herself from the events. ‘Sara looked up at the figure 

whom she thought she knew but did not recognise, watching the woman’s mouth 

move, but hearing nothing except the voice in her own head. Sara’s mind was filled 

with confusion, sadness, anger and a barrage of questions. Sara wanted to know why 

this person she had previously trusted, and who had previously been so encouraging, 

had betrayed her in this way. What right did this person have to make Sara feel so 

alone, so humiliated in front of all these people? Had she not tried her level best to 

concentrate on her work? She had put effort into this and if it was wrong, not what the 

teacher wanted to read, should that really justify the way this person now made Sara 

feel? Was talking in a cold, slow, exasperated tone, simply because Sara could not get 

the hang of what they were trying to teach, really called for? It may well have been 

frustrating for the teacher but demonstrating it so obviously merely compounded Sara’s 

existing anxieties’. When discussing this part of Sara’s story she said that what was 

significant for her about this incident was how she had previously felt about this 

teacher. There had been a trust between them that made her feel safe in that 

relationship. That trust had allowed Sara to be brave in her writing however, this one 

incident had changed the nature of the relationship and therefore, for Sara, it had 

changed the rules of engagement. In order to avoid further humiliation therefore Sara 

chose not to try anything different but would in future play it safe. In making this 

decision, Sara had chosen to limit her own expectations. Sara also refers to emotions 

of sadness, anger, humiliation and the anxiety this causes her and asks what right the 

teacher has to behave in this way. Here, Sara is demonstrating an expectation for the
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teacher to be aware of the effect their interaction has on students, suggesting that 

tutors are expected to possess a level of emotional intelligence. Furthermore, Sara 

asks ‘What right’ the tutor has to act in this particular manner. Sara also spoke of her 

career aspirations and perceived levels of capability. ‘Pupils were streamed at that 

time and she was in the E stream (just above what was sensitively referred to as 

1remedial’ class) but did manage to do well in English. However, having been sick due 

to nerves during her one and only mock ‘O’ level English exam it was decided she was 

not ‘academic’ and not afforded the opportunity to try again. Sara had felt that she had 

effectively been written off, having been told that she was ‘not academic’ the future in 

Sara’s eyes looked bleak and her aspirations plummeted. During the statutory careers 

interview before leaving school the opportunity to progress to Coliege was out of the 

question and therefore never explored. It was many years before Sara chose to face 

education again and found that being labelled ‘not academic’ has always remained an 

obstacle to her self-esteem’. This part of Sara’s story serves to illustrate how the 

negative attitudes of others can detrimentally affect a person’s view of themselves and 

their potential to achieve. Having been labelled ‘not academic’ she subsequently lived 

out the prophecy until such time as she was able to challenge the assumption in her 

own mind.

Philip’s Story

Philip provided a potted history of his educational journey since his early schools days 

which was fused with aspects of his home life from which his aspirations to ‘better 

himself had emerged. This is an excerpt from his story. 7 qualified to go to Grammar 

School and received a scholarship to pay the fees -  it was like a different planet, 

everyone spoke posh, you called the teachers master and everyone called you by your 

surname. I was bullied terribly there and felt I had no one to talk to. My mum would tell 

me I had to put up with it otherwise I would end up like my dad. As for my dad he was 

either drunk, in bed or at the pit. In the end I just refused to go -  they would drag me to 

the bus stop and then I would run away -  there was no one who would help me. 

Eventually I was transferred to the local comprehensive, and surprise, surprise I was 

bullied again because I was cleverer than was true -  I was becoming violent like my 

dad. I can remember no teacher in whom I could confide, they appeared not to have 

any sense of humour, apart from one, but yet I had been labelled as someone who 

should do well and as such when I didn’t reach those expectations no one tried to find 

out why. I fell in with the wrong crowd and received the cane several times, there was 

no one who said ‘here is a boy who is clever and yet he is not achieving- why?’ Looking 

back I feel let down by the system, I could have done better than I did and as a result I 

am having to make up for it thirty years later. I eventually settled down, got a good job 

but was very antagonistic to those who had degrees. I did go to night school and get

103



‘O’ levels, but I never felt adequate. Being made redundant last year after 27 years in 

my job was a real shock. I must admit I drew great satisfaction in doing a much better 

job then those more qualified. There appeared to be some mystique about those with a 

degree. So there we have it -  my innermost feelings revealed. College is brilliant. I 

have enjoyed my first year doing a degree course, apart from the first few weeks. I ’m 

treated as a person -  but is that because I am older? I have done very well and can’t 

believe that the tutors are writing about me when they describe my work as ‘excellent’, 

‘exemplary’ and ‘brilliant’. I hope to go into teaching myself and intend to do a better job 

than was done on me’. Philip believed in his ability to achieve and aspired to do well. 

He also saw education as a means to achieving his aspirations however he did not feel 

socially accepted at grammar school due to the bullying he received and he eventually 

disengaged, reverting to where he felt he belonged. He talks with regret about being 

labelled as someone who should do well and saddened at the lack of engagement he 

received from tutors, which he took to imply a lack of interest in why he was not 

achieving. Philip’s story suggests that without positive engagement the tutor is unlikely 

to know the student well and can therefore remain unaware of the help and support 

needed for the student to succeed in their endeavours. This story illustrates how 

students can face personal challenges that may have a negative impact on their 

potential to achieve and that, where the tutor is unaware of such circumstances, 

adequate support may not be offered. This story also highlights that the tutor’s role is 

potentially more complex than simply providing academic support as Philip expected 

someone to recognise that he was not achieving to his full potential and ‘tune in’ to 

what was happening and how he could be further supported.

Joanne’s Story
Joanne wrote about her first day at college.’ The reason I decided to become a student 

is totally superficial. The area I live in is overrun with people that never made anything 

of their lives, including my parents. I didn’t fit in with the kids in my area. I went to a 

Catholic school and wasn’t allowed out after 8 o’clock. I want to show them all that I ’m 

better than them. I want to look down my nose at them. It sounds nasty but I can’t 

help it. I want to show that being different can be used as an advantage. It is also to 

prove to my Mum and Dad that I ’m not some frump that doesn’t do anything. It’s like a 

competition in my house -  my younger brothers have always had talent. One is really 

good at rugby and is worshipped for it. The other is Mummy’s little baby. It seems to 

be a constant battle for attention so the only way I could get attention was to be a 

student. I can remember being really excited but had this feeling in the gut of my 

stomach. I met with my two friends and went to college. We had to sit in the lecture 

room with loads of students. We were picking who we thought was on the course. The 

main thing I was worried about was the other people on the course. I was scared I
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wouldn’t be liked. I wasn’t scared of the work being too hard or whether I liked the 

course. At first I seem confident and secure but I am intimidated by pretty bitchy girls. 

However; it made it a lot easier with my two friends joining me. At the back was a girl 

who I’ve run into a few times and we have had slanging matches. She was one of the 

pretty bitchy girls that I was scared of but would never let on that she bothered me. We 

were sorted out and a woman came to collect the new group. On the way out of the 

lecture room, the bitchy girl started shouting things. I was swearing and calling her 

names. The woman asked me sarcastically if I ’d finished. I then found out that the 

woman was my tutor. I was devastated. She seemed like the type I was not going to 

get along with. I was also upset that her first impression of me was that display.' 

Joanne was anxious about fitting in with her peers and getting on with her tutor. The 

information she provided before describing the incident suggests feelings of insecurity 

and the comments about the ‘pretty girls’ suggests low self-esteem. Her story implies 

the study she was about to embark on was important to her on a number of levels but 

the need to be liked and accepted was certainly amongst them and featured more 

prominently than a desire to succeed on her course.

6.2 Literature Review and Discussion
At the heart of these stories and discussions lies the students’ need for relationship, a 

sense of emotional bonding that respects and nourishes the selfhood of one another 

(Perlman, 1979:23-24). The students express a wish for their tutors to demonstrate a 

willingness to engage and an interest in them, both as students and as people. They 

seek evidence of a tutor’s faith in their abilities and an environment of mutual trust and 

respect. The essence of what students seek is a democratic relationship demonstrated 

through social equality and positive dialogue. Dialogue is, as Williamson (1998:188) 

suggests, central to successful learning, as it is a ‘special form of communication’ that 

extends the notion of conversation to involve a commitment from those engaged. Bohm 

(cited by Dixon, 1998:30) differentiates dialogue and discussion by offering an 

analogous description of dialogue as ‘a stream running between two banks’, illustrating 

the flow of meaning between two people, so as one person triggers the thoughts of 

another in conversation they are developing a meaningful understanding between 

themselves, whereas discussion merely offers separate points of view. Effective 

dialogue in new tutoring relationships is therefore important in formulating shared rules 

of engagement for positive future interaction as a willingness to engage democratically 

is demonstrated. But democracy is a learned ideal (Williamson,1998:206) therefore it is 

not one that every tutor will necessarily or intuitively bring to his or her learning 

relationships. The right conditions required for democratic dialogue to take place such 

as the capacity to reason and debate with an open mind may be hindered by attitudes
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borne out of self-interest, mistrust of others, prejudice, ruthless pursuit, power over 

others and pervasive ignorance (Williamson,1998:206), some of which we have seen 

at play in the stories considered in this chapter.

The students have referred to events where they have experienced negative emotions 

such as feelings of insecurity, anxiety and fear of humiliation, caused either knowingly 

or unknowingly by the tutors. For example, Sara and Blissful both speak of humiliation. 

Sara describes how she felt humiliated by the way her tutor spoke to her in front of a 

class of students. Blissful said she was humiliated by the tutor’s ‘bellowing’ and 1cruel 

tone of voice’, illustrating how ‘some teachers are too condemnatory in their criticism or 

too overwhelming in their approbation (Bramley, 1977:7). The experiences described 

by Blissful, Sara and Joanne support the findings of Kearney et al (1991) that students 

can experience inappropriate, destructive teacher behaviours including sarcasm or 

putdowns, verbal abuse and being rude or condescending. Sara and Blissful go on to 

say how these feelings negatively affected their decisions to further their learning 

ambitions demonstrating the views of Bagdonas (2003) that feelings of insecurity, 

anxiety and fear of humiliation create barriers to learning. Negative feelings in Joanne’s 

story relate to her first encounter with her tutor when caught swearing at another 

student saying ‘The woman asked me sarcasticaliy if I ’d finished. I then found out that 

the woman was my tutor, i was devastated’. In reacting to the incident in such a 

manner the tutor knowingly or unknowingly created an anxiety in this student for it is 

recognised that criticism and sarcasm ‘leaves the person feeling helpless and angry 

(Goleman, 1996:151). I say the tutor acted knowingly or unknowingly because ‘...the 

personal tutor will possibly be dimly aware of his or her own unconscious responses to 

the person seeking help and probably, at first meeting, totally unaware of the 

unconscious or only half-glimpsed preconceptions the student has about the tutor’. 

Joanne was not only concerned that as a result of this incident she had surmised that 

the tutor was not the type of person she would get along with, she was also upset 

about the first impressions she had made on the tutor. By either party holding onto the 

assumptions made at this time, future dialogue will be impaired (Dixon, 1998:32) and 

unfortunately, as Lago and Shipton (1994:20) suggest, ‘Such feelings may never be 

acknowledged by either party, but they will certainly load the student-tutor relationship 

with hidden agendas, hopes and fears’. There are also feelings of inadequacy that run 

through each of these stories to a greater or lesser degree, not least in Philip’s story 

when he speaks of feeling inadequate despite attending night school to undertake ‘O’ 

levels and continuing onto Higher Education. These feelings are played out in his 

anxieties about his worked being judged which is not uncommon as, sadly ‘fear of 

mistake has become one of the dominant features of school life’ (Bagdonas 2003).
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The need for relationship has occurred during the student focus group discussion when 

they described how some students 1felt like packing it in’ at the beginning of the course 

as friendships were not yet formed (see p100). This is also clearly demonstrated in 

Philip’s story as he wrote about the concern he felt at not having a social network, his 

recollection being that neither his tutors nor his peers engaged positively with him 

which resulted in him changing schools. For some students, the anxieties of 

establishing friendships in a new learning environment coincide with other 

vulnerabilities as they face emotional and physical change when they may also be 

dealing with previously unknown responsibilities that come with independent living 

(Wheeler and Birtle, 1993:3). Their needs for tutoring support therefore may be 

personal as well as academic, which further explains the students’ emphasis on tutor 

engagement being friendly, approachable and sympathetic (Appendix 14). Bramley 

(1977:17) recognises the importance of students feeling that they are able to converse 

informally with their tutors. Furthermore (Bramley,1977:15) notes the potential for a 

poor learning environment to negatively affect students’ wellbeing, which can lead to 

interpersonal deprivation manifesting itself as depression, withdrawal or loss of 

motivation but suggests that these feelings can be reduced through a sense of 

belonging grown from shared beliefs and endeavours that, over time, move to 

comradeship. Yet as a student, having the confidence to enter into dialogue in order to 

create a positive relationship is difficult when, like Blissful, you are predisposed to fear 

of authority figures and consider tutors within this category. When Blissful refers to her 

continuing fear of authority she is illustrating how our personal and social history 

creates ‘hidden baggage’ that colours our communication with others, an aspect that 

also arose during the focus group discussion. Where this occurs within the tutoring 

relationship it can lead some students to either intentionally or unintentionally 

misconstrue what is said to them (Lago and Shipton, 1999:24-25). Robertson 

(1999:159-151) reports on the phenomenon of ‘transference’ that is ‘unconscious 

dispiacement of thoughts, feelings and behaviours’ played out in our interaction with 

others. Robertson (1999:159-160) offers examples of transference including a 

student’s intense liking, disliking or indifference towards a tutor; a student being overly 

familiar with the tutor; the student being unable to accept constructive criticism or an 

excessive need for the tutor’s approval. It is also noted that this phenomenon is not 

restricted to students and examples are given of tutors experiencing intense positive or 

negative feelings towards particular students and tutors that feel compelled to ‘rescue’ 

a student. Tutors feelings can lead them to make unfounded assumptions as Meighan 

(1996:319-322) suggests, citing the works of Hargreaves (1978) and Rist (1977) who 

both found examples of subjective evaluation and labelling by teachers based on social 

class distinctions. In addition, Sara’s actions bear out Meighan’s (1996:319-322)
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conclusions that we take on and live up to the persona attributed to us by others, by 

accepting the ‘non-academic’ label and not furthering her learning ambitions. Rogers 

(1996:115) suggests that by becoming more aware of our feelings and attitudes we are 

more likely to recognise pre-conceptions and perhaps misconceptions about people 

and situations and thereby learn from our experiences to understand and manage 

future learning interactions. Robertson (1999:152) concluded that little guidance is 

available to support tutors in their role other than to be ‘trustworthy, caring, nurturing 

mentors’ and that coping with the ‘dark side’ of the helping relationship for example 

managing boundaries or interpersonal conflict is largely left to the individual.

6.3 Summary

Learning embraces the whole person and therefore full personal development of 

human beings can only be realised through their relationships with others (Jarvis; cited 

by Williamson 1998:193). It follows then that a negative tutoring relationship, i.e. one 

that does not engage fully with the student, does not support the complete fulfilment of 

an individual’s development. It is necessary therefore to ‘raise the experience caiied 

relationship to our conscious and careful consideration’ (Perlman, 1979:4) if we are to 

engage in a positive and meaningful way. The stories in this chapter have illustrated 

undemocratic relationships where the students have perceived there to be no right to 

reply, and forms of negative interaction such as aggressive or sarcastic retorts. All of 

these have been found to negatively impact on the students emotional wellbeing, 

sometimes creating long lasting perceptions of self and others, as for example in the 

case of Blissful where many years hence she suffers low self esteem and a fear of 

authority (see p102). McPherson et al (2003:86) found that teacher anger is not 

uncommon in the classroom however I would argue that those findings should not 

serve to defend such actions, particularly in light of the potentially damaging impact this 

study has found to have on the students. Instead, their findings should instigate further 

exploration to consider how such attitudes may be challenged and modified.

It is has also been recognised that it is difficult, as complex human beings, to know 

intuitively what effect our actions and interactions may have on those we meet, as all 

people are embedded in their personal and social history (Tilleman, 1997), and make 

sense of the world through our a priori (see p34). We have discussed how we cannot 

always know instinctively of the ‘hidden baggage’ others bring to the relationship and 

so, even with the greatest of care, we cannot always foretell how our interaction will be 

received. It is suggested however that the potential for creating a negative effect on 

others can be reduced where we attempt to ‘bring intelligence to our emotions’ 

(Goleman, 1996:151). Whilst being mindful in our expectations as we are an 

emotionally repressive society with ‘no working concept of the wounded child’, and that
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our only socially accepted norm for emotions is to control them. This is despite there 

being no differentiation made between healthy control and unhealthy suppression 

(Heron, 1992:131). Bagdonas (2003) proposes that ‘an autonomous individual commits 

to look for ways of better managing one’s personality development and creation of 

human relations in society’ suggesting that as tutors we have a responsibility not only 

to develop our management of human relations, but as educators we should also be 

responsible for enabling the same in others. It would be purposeful therefore to learn to 

harness our emotional intelligence to raise awareness within ourselves as to how our 

style of interaction as tutors may potentially affect our students and to develop our 

personal strategies to be able to bring the relationship ‘back on track’, should negative 

situations occur. Proposing that tutors look to themselves to develop and maintain 

positive relationships is due to most student failure resulting from teachers’ poor 

competence and lack of flexibility however it should be recognised that this stems from 

weaknesses in teacher training to develop teachers’ self-awareness (Bagdonas,2003; 

citing Klippert, 2002). It is therefore unreasonable to expect the skilful building of 

relationships without providing support to develop the necessary skills.

From the research findings, I propose that the value and significance of ‘relationship’ 

should figure highly in professional development for the tutoring role together with an 

understanding of the nature and value of dialogue. I also suggest that there would be 

merit in exploring to what extent and by what means tutors’ manage their emotions and 

the emotions demonstrated by their students, and to understand whether or not 

suppressing emotions can adversely affect dialogue within the tutoring relationship. 

Such exploration would contribute to tutors being able to recognise and manage the 

effects of emotions at play and work towards redressing the weaknesses in teacher 

training identified by Bagdonas (2003). Allied to this, I propose that, in managing 

tutorial provision consideration should be given to the needs of tutors to be able to 

explore their attitudes in a safe and supportive developmental environment and to have 

a forum where their concerns, uncertainties and disappointments may be shared with 

other tutoring practitioners.

This exploration has found that poor tutoring relationships can negatively affect the 

potential for students to succeed in their endeavours. Furthermore, in severe cases, 

poor tutoring can be detrimental to the students’ mental and physical wellbeing and 

cause destructive self-perceptions and distorted perceptions of others. It is beneficial 

therefore, for both students and the institution, that managers of tutorial provision 

consider carefully the recruitment and development of personal tutors, in order ensure 

that tutors possess appropriate skills, qualities and attributes to develop positive 

tutoring relationships. But for managers to recruit appropriately for the tutoring role they

109



need to be aware of the task being undertaken and the skills and attributes required for 

the task. In order to shed some light on this aspect, the following chapter explores the 

tutoring role and what ‘appropriate’ skills, qualities and attributes are deemed 

necessary from students’ and tutors’ perspectives.
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Chapter 7; Exploring the Personal Tutoring Role and 
Attributes

The personal tutoring role is recognised as an important means to support student 

retention and achievement (see p7) and this study has found that the way in which the 

personal tutoring role is undertaken is significant to how students feel about their 

learning experience (see p98). The Widening Participation agenda, implementation of 

the Every Child Matters agenda and the forthcoming Specialised Diplomas all signify 

changes in the post-compulsory student cohort and subsequently the requirements of 

the tutoring role (see p27) for which tutors currently express a desire for greater clarity 

(see p11). The lack of clear guidance for pastoral care has previously been identified 

by Bramley (1977), Lang (1985) and Calvert and Henderson (1998). This indicates that 

a clearly articulated definition of the purpose and ethos of the tutoring role is long 

overdue for tutors undertaking the role and by managers responsible for effectively 

identifying and supporting personal tutors’ training and professional development. The 

Quality Improvement Agency (QIA) has recently recognised this need and have 

commissioned the LSN to run a number of pastoral pilots during 2007 in order to 

capture and disseminate guidance on good pastoral practice (see p23). Although the 

work currently being undertaken by the LSN is designed to consider pastoral systems 

as a whole, it is not examining the facets of the tutoring role, nor is it exploring the skills 

and attributes required to undertake the role effectively. In response to the expressed 

need to clarify the tutoring role in the context of today’s post-compulsory education, this 

chapter considers what students and tutors believe the role of the personal tutor to be 

and what they perceive the essential skills and qualities are to enable a positive 

tutoring relationship as students describe. We begin by exploring tutors’ perceptions 

before the considering students’ perceptions, to mirror the process of inquiry, which 

then leads to a discussion around shared and differing perceptions of the two groups

7.1 Tutors’ Exploration of Personal Tutoring Role and Attributes

During the tutor focus groups in May and July 2003 the participants considered the 

tutoring role as part of the wider exploration of the purpose of tutorial. The participants 

used the LVT boards (see p56) to record their ideas as they emerged after which the 

group categorised their findings into themes. The boards were photographed and the 

data was subsequently entered into the LVT software for further analysis. I analysed 

the two groups’ findings together (Appendix 20) during which the following themes 

were identified:

• Function: the tasks to be undertaken by a personal tutor
• Attitudes: how the role was undertaken for example student-centred, non- 

judgemental, willing to be there.
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• Skills: their perception of the skills tutors should possess in order to be able to 
undertake the role effectively.

• Knowledge: the knowledge tutors should bring to the tutoring relationship in 
order to support the students’ personal or academic development

• Personality: The personal attributes required to form a positive and effective 
tutoring relationship

I undertook the same exercise with another group of tutors, this time in the second 

institution, on the 29th June 2004. Again the boards were photographed (Appendix 21) 

and the data was entered into the LVT software. This data was merged with the 

previously analysed data to ascertain whether any new themes would transpire. 

However it was found that all the data from this activity could be integrated into the 

original themes.

The tutor focus group held on 10th November 2004 was organised to look specifically at 

the tutoring role and attributes, which were explored using the LVT boards (Appendix 

22). On this occasion, the participants took part in comparing their data with previous 

findings. Working in small groups the participants undertook the initial brainstorming 

exercise, the subsequent categorising task and then shared their findings with the 

whole group. I provided the participants with the categorised lists of skills, attributes, 

personalities, knowledge and functions that had emerged from previous data. I invited 

the participants to make comment on how their findings compared with the previously 

emergent themes. The participants were also encouraged to consider whether any of 

the descriptions would be better placed under a different theme or whether they saw 

any additional themes emerging from the data as a whole. The participants were of the 

opinion that no changes should be made. Through this discussion, it was found that the 

tutors were attempting to identify themselves with some of the descriptions. A number 

of names emerged to describe the tutoring role undertaken which included (but is not 

restricted to) mentor, counsellor, manager and role model. The participants proposed 

that, whichever name they identified with, this was the ‘type’ of tutor they perceived 

themselves to be. This suggested a means by which they could understand their 

approach to the tutoring role and how they played it out. The group also discussed their 

general feelings about the role, highlighting both positive and negative aspects as 

follows:

Positive aspects:
• able to support students in their ultimate direction and help in planning to 

achieve their targets
• have an opportunity to get direct student feedback

Negative aspects:
• experiencing stress -  where does the role end?
• experiencing self-doubt -  am I giving the right advice?
• feeling a high level of responsibility
• having difficulty judging the level of support students require
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• demands on time can be overwhelming at certain times of the year raising 
issues around availability and demand

In this continuing discussion, three general attitudes towards undertaking the tutoring

role emerged. In the first instance it was said that some tutors would prefer to ‘opt out’

of personal tutoring, explaining that they entered teaching to teach their subject

specialism and find they are not comfortable with the ‘added’ responsibility of tutoring.

Secondly, there was also the view that some tutors generally accept the role as part of

their overall responsibilities. They see some value in it and do it to the best of their

ability but do not wish to become too involved in supporting students on a personal

level. Finally, there are those tutors who express an enjoyment of the role because

they value the opportunity to get to know their students on an individual basis and

experience a sense of pride when they have ‘helped’ their students. There were also

extremes emerging from these attitudes. Some tutors not wishing to undertake a

tutoring role suggest that personal matters have no place in a learning environment as

students attend to learn and not to be looked after. Conversely, some tutors suggesting

that they enjoy the role express ownership of the students in their tutor group and voice

a dislike for what they term ‘interference’ by other parties in ‘their’ students’

development and support, appearing in some cases to be over-possessive.

During the focus group held on 8th December 2004, tutors explored their perceptions of 

the skills and attributes required to undertake the role effectively. On this occasion 

visual exploration (see p55) was undertaken as participants were invited to work in 

groups to draw their impression of an ‘ideal’ personal tutor (Appendix 3). This different 

approach was introduced to the data collection in order to strengthen the research by 

using more than one method (see p64). Once the tutors had completed this task, each 

group presented their pictorial ‘colleague’ and described the figure they had created 

and the thinking behind it. As the group presented their artistic interpretations notes of 

key words or descriptions were recorded on a flipchart that were later transferred to an 

LVT software document for analysis and photographs were taken of the pictures as a 

permanent record. At this stage, I considered it pertinent to merge the data from the 

various tutor explorations relating to the tutoring role, and analyse it as a whole without 

the constraints of the previous themes. It was interesting to find however that the five 

themes previously emerging, Function, Personality, Attitudes, Skills and Knowledge 

had occurred again during this exercise (Appendix 23) thereby demonstrating the 

possibility that theoretical saturation (see p42) had occurred.
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7.2 Students’ Exploration of Personal Tutoring Role and Attributes
Students’ references to tutoring skills and attributes first arose during the Higher 

Education student focus group discussions in March and June 2002 when certain 

words or phrases were occasionally mentioned. At this stage it was not clear that this 

aspect would develop into an area for further exploration however, following the two 

meetings the words and phrases relating to this aspect were drawn out of the data and 

held as a memo (see p62) for future reference. As the significance of this theme grew, 

emerging also out of the subsequent tutor focus groups (May and July 2003) the 

student data was later re-visited and analysed for emergent themes, as is the nature of 

grounded theory. As the data were analysed, themes emerged similar to those arising 

from the tutors’ data (see p111). The emergent themes were Function, Attitudes, Skills 

and Personality. However, Knowledge did not emerge as a theme in this student data 

but the emergence of the tutorial environment was identified as a new theme (Appendix 

24). The individual tutorial environment also emerged during student and tutor 

explorations of the nature of tutorial provision (see p96).

During the Further Education student focus group, held on 6th June 2005, students’ 

perceptions of desirable personal tutor skills and qualities were explored. I had 

previously noted that the visual exploration exercise had worked well with the tutor 

focus group as the participants found it to be enjoyable and good rapport made ideas 

and comments more forthcoming (see p55). With this in mind, the student focus group 

participated in a similar activity as they were invited to draw a picture of their ‘ideal’ 

personal tutor (Appendix 25). The participants worked in groups of two or three so that 

they could discuss ideas and develop the drawing together, forming a shared 

perception. Once everyone felt they had exhausted their ideas the drawings were 

shared with the whole group and the ideas behind the pictures were explained. During 

the groups’ presentations I recorded key words or phrases on a flipchart as a 

permanent record of the data, along with photographs of the drawings. The words and 

comments were inputted into the LVT software to sort and categorise the data into 

themes (Appendix 26). On this occasion, themes arising from analysis of the students’ 

data mirrored those of the tutors, which were Function, Skills, Knowledge, Attitudes 

and Personality.

During the discussion, the students offered additional information about their 

expectations of the tutoring role. They all felt that the tutor supporting them through the 

course should be the same person throughout their period of study so that they could 

build a good relationship over time. They also felt that the tutor should have a working 

knowledge of the course content and/or vocation they are studying. The students 

proposed that the tutor would lose an element of credibility if they could not support the
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students with problems relating specifically to the course and it was felt that the tutor 

should also be in a position to support them for both personal as well as academic 

issues. There was a strong desire for the personal tutor to be the students’ ally or 

advocate, describing them as someone ‘on their side’ and prepared to challenge the 

system where it was deemed to be unhelpful or discriminatory towards an individual. 

An example was given of a student who received constant admonishment from tutors 

because they were, unavoidably, fifteen minutes late for class each morning due to 

their responsibilities as a carer. It was felt that in such cases the personal tutor should 

be able to negotiate special dispensations on a student’s behalf where they feel they 

are not being treated fairly or where the impact of the student’s personal circumstances 

or not being fully appreciated. The students also acknowledged however that there are 

circumstances when it is particularly difficult for personal tutors to support a student 

complaining of unfair treatment when the tutor they have a grievance against is their 

personal tutor’s close colleague or line manager and cited that where this situation 

occurs problems tend not to be resolved.

7.3 Comparison of Students’ and Tutors’ Perceptions
Following the student and tutor explorations, I was interested in how the students’ 

expectations corresponded with the tutors’ perceptions of the tutoring role and 

attributes. The two sets of findings were therefore juxtaposed in the following tables so 

that any potential differences could be clearly identified. Each of the themes, that is to 

say Function, Skills, Attitude and Knowledge, is considered in a separate table for 

clarity. The tutorial environment is not discussed here as it has already been 

addressed in Chapters 5 and 6. The left-hand column in each table shows the original 

comments and descriptions drawn from the students’ and tutors’ focus groups and/or 

questionnaire responses. Where similar words or comments occur they have to put 

together to offer a fuller description of that aspect.

Figure 18: Students' and Tutors' Perceptions of Function Compared
Function Identified

by
Student

Identified
by

Tutor
Offer impartial advice V V
See the bigger picture V V
To be there (for the student) V V
To guide, V V
To provide information V V
A facilitator for problem solving V V
To build confidence V
Offer constructive criticism V
To be a friend, be re-assuring V
To be a source of support (personal and academic) V
To be calming V
Advocate or ally V
Guidance - counsellor V
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Mentor V
Sounding Board V
Keep students ‘safe’ and identify potentially explosive 
situations

V

To manage students, V
Act as role model V
Act as motivator V
Act as psychologist V
Act as boss V
Act as advisor V
Act as problem solver V
Act as authority figure V
Act as leader V
Act as manager V

This table indicates that both students and tutors perceptions of the personal tutoring 

‘function’ is for the tutor to be there for the student giving impartial advice, guidance 

and information based on an overview of the students’ holistic support and

development needs (the bigger picture). The students identified a desire for personal 

tutors to be a re-assuring and supportive friend who would be able to offer constructive 

criticism and help to build students’ confidence, which fits in part with those tutors’ who 

perceive themselves as a mentor or motivator. Students also want the tutor to be able 

to bring calm to the relationship just as tutors see themselves as keeping students 

‘safe’. It is interesting to note that students’ expectations of support are for personal 

tutors to facilitate problem solving as this meets with some tutors’ perceptions of acting 

as a ’sounding board’. Other tutors however identify themselves as ‘managing’ 

students which implies a sense of control. The term ‘role model’ is also used by some 

tutors indicating an assumption that they are in a place that the students are aspiring to 

be. Interestingly during the tutor explorations of the role a number of ‘acting as’ 

perceptions were offered where tutors perceived themselves to be taking on various 

personas. This showed signs of the tutors wishing to identify themselves as being a 

particular ‘kind’ of tutor.

Figure 19: Students’ and Tutors’ Perceptions of Skills Compared
Skills Identified

by
Student

Identified
by

Tutor
Reflective listening, questioning & speaking skills V V
Persuasive and influential as an advocate V V
Ability to create concrete positive outcomes V V
Ability to relate to others V
Counselling skills V
Ability to advise without imposing V
Ability to draw things out during one-to-one discussion V
Observant - ability to identify problems and pick up less 
obvious signs

V

Mentoring Skills V
Organisational skills V
Negotiating skills V
Time management skills V
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Creative thinking V
Leadership skills V
Clarity of thought V
Ability to facilitate group discussion V

Here students and tutors share the same expectations in relation to reflective listening

and questioning skills, being persuasive and influential on behalf of the student and 

creating positive outcomes. The students express a desire for the personal tutor to be 

able to relate to others and to demonstrate counselling skills. They also seek a 

personal tutor to advise without imposing. This reflects their perceptions of the tutoring 

function to be, in part, to facilitate problem solving. The students also refer to personal 

tutors needing an ability to be observant and to be able to ‘draw things out’ in 

discussion, relating to the desire for tutors to be engaged in the relationship and ‘tuned 

in’ to the student as a person. The skills that tutors identified include the ability to 

facilitate group discussion. However facilitating the individual (shown in the previous 

table under ‘functions’) did not occur which may signify a perception that students can 

be facilitated in groups but should be managed as individuals, implying the removal of 

autonomy from individuals in one-to-one situations. Put another way, the tutor holds the 

greater power during the personal tutoring relationship. The organisational and time 

management skills are referred to as skills to be used by the tutors in their own work 

but also as skills to be ‘passed on’ to students to support them in their holistic 

development. Leadership skills and clarity of thought were suggested by tutors as skills 

they require to be able to assess the progress students were making, to enable them to 

have a clear view of the development, support and guidance each student requires and 

the leadership skills to enable them to work with the student in meeting their needs. 

Finally, the tutors identified mentoring skills here, underpinning their earlier perceptions 

of the tutoring role being, in part, that of a mentor.

Figure 20: Students' and Tutors' Perceptions of Knowledge Compared
Knowledge Identified

by
Student

Identified
by

Tutor
Understand potential problems and alternative solutions V V
Knowledge of additional support available V V
Know when to refer on to internal or external support agencies 
(understand own knowledge limitations)

V V

Know and understand course structure, required outcomes 
and assessment

V V

Know the student and how they are doing at College V
Life experience and self-awareness V
Understand how to apply current professional requirements to 
course

V

In relation to the knowledge, tutors bring to the role, both tutors and students expect 

that the tutor will know and understand about the student’s course of study in terms of

structure, outcomes and assessment. Tutors added to this knowledge of current
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professional standards relevant to the student’s course in order to enhance their 

learning outcomes. Both groups expected that tutors would need to be aware of 

potential problems students could face and be able to offer alternative solutions. This 

includes understanding the additional support services available for students within 

college and also from other external support agencies. Alongside this lays an 

expectation that tutors will know their own limitations in ‘helping’ students and 

understand the boundaries of their role as personal tutors. Students alone express a 

desire for tutors to know them and how they are doing at college. This refers, yet again, 

to the desire for tutors to be engaged in the relationship. Tutors value the contribution 

their own life experiences and self-awareness can bring to helping others.

Figure 21: Students' and Tutors' Perceptions of Attitudes Compared
Attitudes Identified

by
Student

Identified
by

Tutor
Supportive, sympathetic and understanding V V
Being willing to be there V V
Flexible/adaptable V V
Organised, disciplined V V
Welcoming, approachable, receptive V V
Helpful, desire to help V V
Non-judgemental, Objectivity, Do not display favouritism, treat 
everyone equally

V V

Respect for confidentiality - not to share information with other 
students and tutors

V V

No barrier between tutor and student V
Willing to engage V
Pride in the role V
Prepared to negotiate V
Clean and tidy/good presentation V
Be able to work with the person as a partnership V
Assertive but not aggressive V
Respect students’ wishes to keep things to themselves V
Punctual V
Determination to make you do well V
Formal but caring V
Offer alternatives not direct instruction. Allow students 
freedom to make own choices/decisions

V

Not superior, mutual respect, allow students to maintain self- 
respect

V

Detached V
Ownership and responsibility V
Competent V
Considerate, diplomatic, tactful V
Realistic expectations V
Appropriate openness V
Student-centred V
Firm but fair V

At first glance there appears to be a wide expanse of difference here, with both parties

sharing only a few expectations, however although the exact words may not be used, 

much of the sentiment is similar. Students and tutors clearly agree that a supportive,
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sympathetic and understanding attitude is required and can be demonstrated through a 

welcoming, approachable and receptive persona and a desire to help. Both parties also 

agree that, although an organised and disciplined approach is required, an element of 

flexibility and adaptability is also desirable. They both agree on the need for tutors to 

respect students’ confidentiality. Students want tutors to be professional and to take a 

pride in their tutoring role. They also seek evidence that tutors have a determination for 

the students to do well through a formal and caring approach, which sits well with the 

tutors’ proposal that they should be firm but fair. Tutors acknowledge the need for 

professionalism, describing this as being competent and taking ownership and 

responsibility (although it was not made clear as to the extent of ownership they 

desired). Alongside this, tutors also suggest a need to hold realistic expectations of 

students’ capabilities and to be both considerate and diplomatic towards the student. 

Students refer to the desire for an equal relationship where no one is superior (which 

throws tutors’ perception of ownership into question) and mutual respect is 

demonstrated in the form of, for example, the tutors’ punctuality. In relation to equality, 

students also want tutors to treat each student equally and without favouritism. They 

also speak of the personal tutor working in partnership with the student through 

negotiation, being assertive but not aggressive and being willing to work in partnership 

so as to remove any perceived barriers between them. In doing so students hope that 

they will be allowed the freedom to make their own choices and decisions based on 

alternatives the tutor offers rather than direct instruction on what to do. So, the only 

distinction that can be made between the students’ and tutors’ data arising here is in 

relation to some of the tutors suggesting that they should be detached: whereas, 

students desire engagement.

Figure 22: Students' and Tutors' Perceptions of Personality Compared
Personality Identified 

by Student
Identified

by
Tutor

Genuine/credible - acknowledges human imperfection V V
Humorous -  good sense of humour V V
Kind, caring, compassionate V V
Honest, truthful and trustworthy V V
Confident V V
Understanding, empathetic V V
Patient V V
Friendly V V
Have an emotional side/emotional intelligence V

I found in relation to the tutors’ desirable personality traits, that students and tutors 

share the view that in order to create a beneficial tutoring relationship it is necessary for 

the tutors’ general demeanour to be confident but friendly. They also agree that tutors 

should come across as genuine and credible, that is to say not assuming to be perfect
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or to be unrealistic in their expectations of others. In order to be genuine and credible 

students and tutors suggest that tutors should also be honest and trustworthy. Students 

highlight their desire for tutors to demonstrate emotional intelligence. This relates well 

to student and tutor expectations for tutors to demonstrate a sensitive side in being 

kind, caring and compassionate as well as understanding and empathetic to enable 

students to feel they can discuss sensitive issues and disclose confidential personal 

information when they feel they need help or support.

7.4 Literature Review and Discussion
This exploration of students’ and tutors’ perceptions of the nature of the tutoring role 

has led to the emergence of five themes which are Function, Attitudes, Skills, 

Knowledge, and Personality (see p111). ‘Function’ refers to various tasks carried out 

by the tutor who, whilst undertaking the role, demonstrate various ‘Attitudes’ towards 

their tutoring activities and their students. The remaining three themes namely ‘Skills’, 

‘Knowledge’ and ‘Personality’ are what the tutor brings to the relationship and 

contribute towards forming the ‘Attitudes’ displayed by the tutor during the tutoring 

relationship.

Figure 23: An Archetype of the Personal Tutor Role and Attributes

Function

Personality

Attitude

Knowledge Skills

There was a sense during the focus group discussions that the students share similar 

expectations of the personal tutoring role and of the personal tutor attributes. The tutors 

however appear on occasion to hold opposing views between themselves in relation to 

the tutoring ‘Function’. A range of personas emerged within the Function theme from 

both students and tutors, which the tutors subsequently attempted to identify 

themselves with, these were:

• Role model
• Psychologist
• Advisor
• Advocate
• Mentor
• Problem solver

120



• The boss
• Counsellor
• Authority Figure
• Manager
• Motivator
• Leader
• Sounding board
• Guide
• Facilitator

Some of these names or titles appear contradictory. For example ‘facilitator’ and 

‘manager’. Facilitating implies the tutor is supporting students through a process or 

activity that the student has control over, whereas managing a situation implies having 

control over the activity and its outcome. These differing perceptions suggest that 

contrasting tutor ideologies are being demonstrated through the ‘hats’ they choose to 

wear. I also found during the tutor discussions that they wear these different ‘hats’ on 

different occasions, depending on the task being undertaken. Lago and Shipton 

(1994:22) use the ‘tutors wearing different hats’ metaphor and suggest that tutors move 

‘happily" between being supportive listener to dealing with disciplinary matters. I have 

found during personal tutor support meetings however that tutors find the shift back 

and forth between supporting and disciplining a student a difficult transition to make. 

This creates for them some personal anxiety. King (1999:61) also found that tutors 

have concerns about moving between being a student advocate to undertaking a 

student disciplinary, and found that tutors often face difficulties knowing which line to 

take when the institution’s demands do not fit with the student’s needs whom they are 

trying to support. The tutors during this study point out that where they are seen by the 

student to be constantly ‘switching sides’ between supporting the student and the 

institution, the student loses trust in the tutor, which in turn negatively affects their 

personal tutoring relationship. The students’ perspective on this matter is that the 

personal tutor should be an advocate or ally and also a re-assuring and supportive 

friend (see p115). By using the term ‘ally’, students are suggesting that tutors are ‘on 

their side’ so it is understandable that the relationship breaks down if the tutor is 

perceived to be defending the institution against the student’s wishes. Similar tensions 

are identified in relation to the role of assessor and advocate as Rippon & Martin 

(2003) and Williams and Prestage (2002) found. To this end, I propose that the role of 

course co-ordinator, with whom responsibility for recruitment, retention, achievement 

and related disciplinary procedures for the course sits, should be separate from the 

personal tutoring role in order to remove this conflict. McMahon (1985:25) also 

supports the proposal that the disciplinary role should be separated from the pastoral 

role.
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Earwaker (1992:132) proposes that tutoring is quite clearly a role that focuses on the 

day-to-day activities of an educational establishment, and not about ‘long heart-to-heart 

talks with students’. However this research contests Earwaker’s proposal as it has 

found that students and tutors identify the tutoring role with, in part, facilitating problem 

solving (see p115) using a holistic approach for both personal and academic matters 

(see p84), which can often involve lengthy conversation. Furthermore, the mentoring 

role and skills identified by students and tutors (see pp114-115) and the tutors’ 

recognition that they draw on their own personal and life experiences in supporting 

students (see p118), implies that ‘heart-to-heart talks naturally occur on occasion, 

dependant on the topic being discussed. However, Earwaker’s (1992:132) concerns 

about tutors entering into long ‘heart-to-hearts’ are worthy of consideration in relation to 

the boundaries of the tutoring role and the extent to which tutors become involved in 

students problems. As we have previously ascertained, the personal tutor role from the 

institutions perspective is to act as a point of contact (see p7) from which students may 

be referred to counselling, or other support services within college, as necessary. I 

hasten to add however that for referral to be appropriate to the students’ particular 

need, positive dialogue must occur beforehand to ascertain what the student’s needs 

are. I propose therefore that what Earwaker (1992:132) suggests would hinder the 

opportunity for dialogue and assessment of need and where useful dialogue does not 

occur between the student and their personal tutor ‘the pastoral system [can become] 

distorted into a discipline, and non-compliant pupils are shovelled off to counsellors to 

have their personhood processed’ (Watkins; cited by Cooper et al, 2005). Students and 

tutors together have an expectation that tutors will know their own limitations in relation 

to helping and the boundaries of their role as personal tutors (see p117). King 

(1999:61) recognises the importance of understanding the boundaries between tutors’ 

various roles in the institution and how role conflict can arise. Allied to this she also 

highlights the importance of explaining the boundaries of the tutoring role to students 

including its confidential nature but also the tutors’ obligation to report certain instances 

where they consider that student to be at risk, within the remit of the Child Protection 

Act. King (1999:58) also recognises that on occasion tutors need to 'contain' their 

feelings about what they hear and that this can be difficult, suggesting that support for 

tutors in this role is essential to their wellbeing, as was found earlier in this study (see

p108).

Lublin (1987:3) supports the idea that the role is flexible in nature and suggests that 

tutors undertake to be a ‘leader, supporter, facilitator, challenger, questioner, supplier 

of answers, clarifier, instructor, role model’. Based on the findings of this exploration, I 

would accept much of what Lublin suggests but would be wary of the proposal that 

tutors are suppliers of answers. Students and tutors perceive the tutoring role to involve
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providing information (see Fig 18, p115) but to supply answers may be taken to 

suggest that students are not charged with their own decision-making. This contradicts 

this study’s finding that students wish tutors to ‘advise without imposing' (see Fig. 14, 

p116), to ‘Offer alternatives not direct instruction’ and to ‘Allow students freedom to 

make [their] own choices/decisions’ (see Fig.21, p118). So a model whereby tutors act 

as ‘consultants’ to students as they work through their own process of analysis 

(Hamblin,1996:112) is more in keeping with students’ expectations.

Whilst engaging in the tutors’ exploration of the tutoring role, three general attitudes or 

schools of thought emerged (see p113). The first refers to those tutors who are averse 

to engaging in a tutoring relationship, explaining that they have come into teaching to 

teach their subject and were not happy about this added responsibility. Bramley 

(1977:19-20) also came across this attitude and quoted one of her own personal tutors 

saying “Look here. I am employed as an academic and this is a college not a hospital, 

not a nursery and not a bloody rest home”. The second general attitude emerging 

refers to those tutors who see some value in the role and accept it as part of their 

overall teaching responsibility, but they do not wish to become ‘too involved’ in dealing 

with students’ problems. The third general attitude refers to those tutors who enjoy and 

value the tutoring role and express pride in supporting and helping students. It was also 

noted that extremes existed within these attitudes as some tutors have been known to 

adamantly refuse to take on a personal tutoring role. Conversely, some tutors 

expressing an enjoyment of the role appeared particularly possessive over the support 

administered to ‘their’ students.

As our perceptions arise from our personal and social history (see p107) and we 

interpret the world through our a priori, seeing the world as it ‘appears to us’ (see p35), 

each tutor will have a differing view of the tutoring role. Entwistle et al (2000) supports 

this notion with their findings that student teachers’ perceptions of ‘good teaching’, their 

theories of teaching and their emerging identities as teachers had all been substantially 

influenced by their prior beliefs’ and derived from ‘the personal history of the individual 

and the ways in which the culture is mediated through family and school, before the 

student enters Higher Education'. An illustration of this can also be found in Philip’s 

story where he states “I hope to go into teaching myself and intend to do a better job 

than was done on me” (see p104). Further support for the notion that attitudes are 

demonstrated through individual tutors’ approaches to their role can be found in the 

work of Barnes & Shemilt (1992:139-142) who propose two teacher ideologies, 

Transmission and Interpretation (see p130), based on teachers’ views of what 

constitutes knowledge. So tutors perceptions of their tutoring roles demonstrated via 

their attitudes whilst undertaking the role are deeply seated in their own belief systems.
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Bramley (1977:7) proposes that ‘...another pressure comes from the response of 

adults, who sometimes find adolescents’ behaviour alarming, annoying, confusing, or 

secretly enviable’. Such perceptions can serve to hinder democratic dialogue (see 

p105) so Bramley’s (1977:7) suggestion that ‘It is in this area of personal feelings 

towards adolescents that tutors might look more closely at their interaction with 

students’ is valuable advice. It is important to recognise however that changing 

teachers’ beliefs is complex and difficult to bring about as this challenges the tutors’ 

core values, which often are not explicit or recognised. However, trying new practices 

can lead tutors to question their underlying beliefs which can result in attempting new 

behaviour (Calvert, 1991:26) as part of the tutors’ journey in learning to manage their 

human relations (see p109). I propose therefore that supporting tutors in a process of 

self-revelation by reflecting on their tutoring practice should be encouraged as part of 

their wider professional development.

Whilst looking in detail at students’ and tutors’ shared expectations in this study it was 

found that both groups believed that tutors should demonstrate a helpful and 

supportive persona by being welcoming and approachable whilst maintaining a 

professional and disciplined approach (see p118). In addition, students refer to the 

desire for an equal and mutually respectful relationship where tutors and students work 

in partnership, allowing students to retain ownership over their decision-making, which 

is facilitated by the tutor. This reiterates the findings in Chapter 6 that students seek a 

democratic relationship demonstrated through social equality and positive dialogue. But 

as Williamson (1998:206) points out, democracy is a learned ideal and the right 

conditions are required (see p105). Democratic dialogue involves a capacity to reason 

and debate and an open-mind. The skills identified by students and tutors during this 

exploration contribute to effective reasoning and debate such as reflective listening and 

questioning, negotiating skills, persuasiveness and creative thinking. Being open 

minded requires clarity of thought and a non-judgemental attitude. King (1999:58) 

recognises the value of skilled listening and responding to the pastoral role and notes 

that teachers will find their own style of listening and responding. Egan (2002:113) 

notes that some helpers, although not always realising it, can be poor communicators. 

In referring to listening and responding as key communication skills he identified 'three 

dimensions of responding skills', which he refers to as perceptiveness, know-how and 

assertiveness. He proposes that perceptiveness comes from basic and social 

intelligence, experience and reflection on experience and social-emotional maturity. 

Know-how is about putting perceptiveness into practice, understanding how best to 

help and assertiveness allows you to share your thoughts and understandings. 

Students need to be able to understand and clarify their problems and also to explore 

their feelings without fear or criticism. Many of the tutoring skills identified in this study
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(see p116) are supported by Wheeler & Birtle (1993:31-51) and King (1999:54-55). 

However Lago and Shipton (1999:24-25) share an affinity with the findings of this study 

in relation to desirable tutoring skills and qualities, by proposing the following:

• Acceptance: the ability to demonstrate non-judgemental acceptance of the tutee
• Listening: attentive listening by ‘setting aside our own busyness’ and being 

sensitive to the tutee’s concerns to enable a deeper comprehension of the 
situation they are in.

• Understanding/Empathy, the attempt to understand the tutee and demonstrate 
your acceptance of them through empathic response

• Paraphrasing: also part of the empathic process, paraphrasing confirms your 
understanding of the tutee’s situation and offers them the opportunity to 
objectify their statements.

• Questioning: appropriate use of questioning enables the tutee to clarify their 
own position and offers the tutor a broader understanding of the tutees situation 
or concerns.

• Summarising: accurate understanding can be achieved through summarising 
and is useful to both tutor and tutee. It allows the tutee to focus the difficulties 
they have described during the conversation and supports the tutor in their 
understanding of the situation.

• Being Yourself: it is important for the tutee to feel the responses they receive 
are genuine. Where difficult information has to be shared with the tutee it is 
important to be sensitive but honest otherwise there is a danger that the tutee 
may question the tutor’s trustworthiness.

• Considering Choices: this relates to exploring possible actions towards 
resolving the issues or difficulties. This may take the form of referring the tutee 
elsewhere or simply making a further appointment to see them oneself.

It is the essence of democratic relationship and dialogue evident in the descriptions of

these skills and qualities that has resonance with this study. Positive dialogue is

implied with the reference to acceptance and empathy, and ‘attentive’ listening which

entails tutor engagement in the process rather than remaining passive. The participants

in this study also suggest that mentoring and counselling skills are desirable skills for

tutors to possess (see p116). Wheeler & Birtle (1993:31-51) would agree as they

suggest that when students are in need of support, personal tutors should access their

helping skills to explore problems and work towards a resolution and that by

possessing counselling skills ‘personal tutors are able to present an alternative

response to students’ concerns and to help them use their own resources to reach a

satisfactory conclusion'. They substantiate their proposition by suggesting that the

same underlying principles of mutual respect, trust, understanding, a degree of equality

and being non-judgemental are present in both tutoring and counselling relationships.

Students also refer to tutors being able to ‘pick up less obvious signs’ (see p116)

recognising emotion in others (Goleman, 1996:43) which relates to students and tutors

shared view that tutors should be empathetic. Hamblin (1986:108) found that ‘Empathy

or the capacity to take the standpoint of the individual and comprehend his feelings is

essential for effective helping’. However, Martinez and Munday (1998:102) refer to

counselling skills and tutoring skills as two separate entities stating in their report that
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some institutions engaged counselling staff in delivering training on interpersonal, 

counselling and tutoring skills. Earwaker (1992:67) suggests that without appropriate 

skills The tutorial relationship, like any other relationship, works best when these 

qualities are dependably present; without them it may all too easily lapse into some 

form of exploitation, manipulation, dependency or harassment which support findings 

from the previous chapter that poor tutoring can be detrimental to the students’ mental 

and physical wellbeing (see p109).

Teacher training has been charged with a failure to equip tutors well enough for the 

personal tutoring role (Bagdonas,2003; citing Klippert, 2002) and it has been found that 

teachers often have difficulty articulating their training needs in relation to delivering 

pastoral care (Calvert & Henderson, 1998:113). This study has found that tutors 

explicitly request more training and support to equip them for this role (see p11) 

Furthermore, whilst exploring tutors' initial training requirements, Maher and Best (cited 

by Lang and Marland, 1985:63) found respondents suggesting that pastoral care should 

be a compulsory component and, if necessary, the length of the PGCE should be 

increased to make this possible. Wheeler and Birtle (1993:162) propose that all 

personal tutors should undertake an introductory training course prior to undertaking 

the role to include the structure of student welfare support in the institution, an 

opportunity to meet key personnel involved in student support activities and a brief 

introduction to interpersonal communication skills. A refresher course should also be 

available to cover the introductory aspects in brief with additional detail about working 

with overseas students, study skills, understanding adolescence and counselling 

students who ‘fail’.

7.5 Summary

Personal tutors are currently concerned over the lack of clarity for the tutoring role 

which often leaves them feeling ill-prepared for the role and less than confident (Calvert 

and Henderson 1998:113-114). The current ambiguity is compounded by a plethora of 

contradictory definitions of the role. For example, Lublin (1987), Lago and Shipton 

(1994) and Wheeler and Birtle (1993) all propose that tutoring is primarily aimed at 

facilitating students’ personal development, monitoring progress and providing a link 

between the student and the institution. Lublin (1987) and Lago and Shipton (1994) 

add that the role of tutorial is also about supporting students through periods of 

transition, whereas Earwaker (1992:132) proposes that tutoring is about the day-to-day 

activities of the educational establishment and not about lheart-to-hearts' with students. 

Lago and Shipton (1994:61) describe tutorial as a small group meeting with the topic 

and direction coming from the tutor. Lublin (1987:3) suggests it is helping students 

work through exercise sheets and ensure course content is covered. Hamblin (1986)
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uses the term ‘pastoral’ and ‘tutorial’ interchangeably describing tutorial as concerned 

with ‘respect for the individual and the transmission of values as well as provision of 

skills’ with the intention of developing autonomous, rational consideration. These 

complex descriptions of tutoring frustrate attempts for the tutoring community to share 

a common understanding. Therefore, tutorial development remains fragmented. 

Furthermore, tensions are created by the multiplicity of the tutoring role (King 1999:61) 

and the lack of definition, arising out of multiple interpretations, contributes further to 

the role’s indistinguishable boundaries. The purpose of the tutoring role in the context 

of today’s post-compulsory education has been clarified in Chapter 5. This chapter 

builds on the understanding of the purpose personal tutoring by exploring perceptions 

of the personal tutor role and related attributes, in order to clarify how the personal 

tutoring role may be best undertaken. I found that the personal tutoring role emerged 

as five components namely Function, Attitudes, Personality, Knowledge and Skills (see

p120).

Tutors’ Attitude towards the tutoring role are formed through their a priori and based on 

their core values (see p123). The skills, knowledge and personality that tutors bring to 

the role, along with their pre-formed attitudes, will influence the type of tutoring function 

they engage in. Each of the five components emerging from the students’ and tutors’ 

perceptions (see pp115-119) are summarised in Appendix 27 as an archetype of the 

tutoring role. The diagram captures the essence of the Attitudes, Personality, Skills 

and Knowledge the participants consider necessary meet students’ expectations and 

tutors’ responsibilities for the role. The Functions shown in the diagram refer to the 

various tasks undertaken as part of the tutoring activity and were provided by the 

students and tutors as names or titles. The research found that not all the tutors agreed 

with all of the names proposed and that the tutors’ ideologies of what constitutes 

knowledge would contribute to determining which names they related to. Furthermore, 

three general attitudes emerged in relation to the tutors level of preparedness to 

undertake the role, the first being a desire to undertake the role based on the tutors 

enjoyment of it and the value they see in it. Secondly, a willingness to undertake the 

role out of a sense of duty but with an appreciation for the contribution it makes to 

students’ academic development. Finally there is a negative attitude towards the role 

by those who prefer to teach their own specialism and do not see personal support and 

welfare as having anything to do with their teaching.

This study has also found that tensions exist for tutors where the boundaries are 

uncertain between the tutors’ role as student advocate and their position as a course 

team member and representative of the institution. Evidence suggests that where 

uncertainty occurs it has a negative impact on the personal tutoring relationship. It is
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proposed therefore that the personal tutoring role should be separate from the 

disciplinary role as suggested by McMahon (1985:25) so that tutors are not forced into 

a situation where they are constantly switching between supporting the student and 

defending the institution (see p121).

Whilst examining the tutoring Functions emerging from this report it has also been 

shown that unclear boundaries exist in relation to the personal tutoring role. The names 

used to describe tutoring functions included frequent mention of mentor and counsellor, 

which are recognised professions in their own right. Merging these two roles into a 

broader description of personal tutoring contributes to the lack of definition and 

potential misinterpretation. I propose therefore that it would be helpful to explore the 

issue by contrasting the tutoring, mentoring and counselling roles in order to clarify 

where the boundaries of the tutoring role lie.

The following penultimate chapter in this thesis builds on the emergent theme from the 

exploration of the tutoring role. Its purpose is to draw together the findings related to 

the personal tutoring role (Chapters 6 and 7) in order to develop an exploratory tool to 

aid tutors’ reflection on practice.
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Chapter 8: Towards a Theoretical Model of Personal 
Tutoring ___ __

During the exploration of feelings and emotions at play within the tutoring relationship, I 

found that the essence of good tutoring was a democratic relationship demonstrated 

through social equality and positive dialogue (see p105). I also found that where 

student/tutor interaction is marred by skewed preconceptions, borne out of negative 

previous experience (either by the tutor or the student), the conditions for democratic 

dialogue are less likely to occur (see p107). The exploration undertaken during this 

study revealed evidence of some tutors engaging in undemocratic interaction, whether 

deliberately or without awareness, with detrimental effect for the students concerned 

(see p108). As a result of my study’s findings I have concluded that educators have a 

responsibility to be aware of their tutoring methods and the impact this may have on 

the student. Furthermore, as managers of tutorial provision, we must be aware of the 

weaknesses in teacher training to address these aspects (see p129), and therefore 

accept responsibility by supporting tutors in their endeavours to understand the tutoring 

role and their own tutorial practice (see p109).

This chapter builds on the study’s previously emerging theory that the tutoring role is 

comprised of five components namely Function, Attitudes, Personality, Knowledge and 

Skills (Appendix 27). I noted during this particular exploration that tutors attempted to 

identify with the various ‘Functions’ in order to understand their role better (see p116) 

and also that tutors’ ‘Attitudes’ towards undertaking the tutoring role are influenced, in 

part, by their teaching ideologies. The forthcoming developments in this chapter 

respond to the tutors’ desire to identify with styles of tutoring and take account of the 

influence their ideology and methods of interaction have on their tutoring. The outcome 

of this final analysis is the development of a tool to aid tutors’ reflection on their tutoring 

practice by exploring the nature of their tutoring relationship and their style of 

interaction.

The grounded theory approach adopted throughout this study continues here, allowing 

the theory to emerge and be refined as the research progresses (see p41). The 

constant moving to and fro between ideas and data as theory is created, revised and 

refined requires memos to capture the ‘creative leaps' as they occur. Memos are also 

important in allowing the researcher to be free to develop ‘good ideas’ (Glaser; cited by 

Goulding, 2002:56) from which, through a process of sorting, the theoretical scheme 

emerges (see p62). As I consider this process to be a crucial aspect of the grounded 

theory leading to the emergent theoretical scheme, I have chosen to illustrate my 

thought process as the final exploratory tool evolved. To this end, I will now present the
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sequential phases in the model’s evolution and explain the reasoning behind each 

stage of development.

8.1 Developing an Exploratory Tool
In order to develop a means by which tutors can relate to the concept of their teaching 

ideology I turned to the Barnes and Shemilt (1974) Transmission and Interpretation 

model. I consider this work by Barnes and Shemilt (1974) to be relevant to this study 

because their research, like mine, highlights the importance of communication (see 

p105) as they propose that ‘Education is a kind of communication'. They also agree 

with this study that we are not highly aware of the nature of our communication, 

proposing that our views on classroom communication ‘tend to be intuitive and 

inexplicit3 (Barnes and Shemilt 1974). The aims of Barnes and Shemilts’ research was 

to ‘throw light upon teachers’ implicit beliefs about communication and learning as a 

whole’, the results of which serves this study well in providing a simplified illustration of 

teaching ideologies, that is to say the attitudes tutors hold towards what constitutes 

knowledge and learning. By adopting the transmission and interpretation model as a 

dimension within the developing exploratory tool, tutors’ attention is drawn to consider 

their ideological position and how it affects the nature of their tutoring interaction. 

Furthermore, by considering this dimension tutors are facilitated in becoming more 

aware of their feelings and attitudes towards their tutoring so that, as Rogers 

(1996:115) suggests, tutors are able to understand and manage future learning 

interactions (see p124). Barnes and Shemilt (1974) found that ‘Contrary beliefs about 

knowledge, and about what constitutes teaching and learning, seem to underlie these 

views of classroom communication’. The contrary views they found are summarised 

below. ---------------------------

Figure 24: Barnes and Shemilt Transmission and Interpretation Ideologies
TRANSMISSION INTERPRETATION
< ►

Recording r  Cognitive Development
Acquisition of Information j  Function j  Personal Development

Product r  Context
Task r  Awareness Concern for Pupils’ Attitude

Assessment ^ Replies and comments
No or Minimal Follow-up I Responses I Future Teaching
Corrections | 1 Publish (showing students

^ ^ work)

To further illustrate the proposed model Barnes and Shemilt (1974) present a

‘hypothetical reconstruction of beliefs' arising from a summary of their findings, which

are presented below.
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Figure 25: Hypothetical Reconstruction of Transmission and Interpretation Ideologies
The Transmission Teacher The Interpretation Teacher

Believes knowledge to exist in the form of 
public disciplines which include content and 
criteria performance

Values the learners’ performances in so far as 
they conform to the criteria of the discipline

Perceives the teachers’ task to be the 
evaluation and correction of the learners’ 
performance, according to criteria of which he 
is the guardian

Perceives the learner as an uninformed 
acolyte for whom access to knowledge will be 
difficult, since he must qualify himself through 
tests of appropriate performance

Believes knowledge to exist in the knower’s 
ability to organise thought and action

Values the learners’ commitment to 
interpreting reality, so that criteria arise as 
much from the learner as from the teacher

The teacher’s task to be in setting up of a 
dialogue in which the learner can reshape his 
knowledge through interaction with others

Perceives the learner as already possessing 
systematic and relevant knowledge and the 
means of reshaping that knowledge.

Barnes’ and Shemilts’ (1974) description of a Transmission ideology suggests an 

outcome driven approach by proposing that the teaching ‘Function’ shown in Figure 21 

is, in part, about product and task. It is an interesting aside to note that the term 

‘Function’ has also emerged from my own research into the tutoring role (Appendix 23). 

Describing the Transmission tutor as ‘guardian’ of the criteria suggests a balance of 

power heavily weighted on the side of the tutor whereas the model describes the 

Interpretation tutor as ‘setting up a dialogue' and believes that ‘knowledge [is created] 

through interaction with others'. During this study I found that students want to feel that 

their tutors are engaged in the tutoring activity (see p105) and that the students can 

enjoy an equal relationship with their tutor (see p119), which implies that the students’ 

preference is towards personal tutors who demonstrate an interpretation ideology. In 

addition to the findings that students’ desire engagement and a democratic relationship 

with tutors, the significance of communication, or more specifically, dialogue also 

emerged from the exploration of feelings and emotions at play. Dialogue has been 

described by Bohm (cited by Dixon, 1998:30) as a flow of meaning between two people 

(see p105), and Williamson (1998:188) clarifies the difference between dialogue and 

conversation by explaining that dialogue is an extension of conversation as it has the 

added dimension of commitment from those engaged to reach a shared understanding. 

In order to bring to the fore the importance of personal tutors’ ideology and their 

method of communication the conceptual idea for this exploratory model encompass 

these two aspects.

I began the process of formulating the exploratory tool by considering how I could 

present tutor ideology and tutor interaction in a clear and logical format that tutors 

would understand and relate to (Figure 21). In order to do this I started with the 

Transmission and Interpretation ideologies presented by Barnes and Shemilt (1974) to 

capture the essence of tutors’ attitudes based on opposing ideological perspectives of
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what teaching and learning is. I started here because my research thus far has found 

that tutor ‘Attitudes’ influence their perception of what the tutoring ‘Function’ is (see 

p120).

Figure 26: Conceptual Model of Tutoring Styles

Autocratic Democratic

A

Focussed on 
Outcomes 

(Transmission)

v

Functional 
Problem Solver 

Motivator 
Leader

Developmental 
Mentor 
Guide 

Sounding Board

A

Directive Facilitative
Manager Advisor

Authority Figure Facilitator V

Role model

Focussed 
on the 

Learner 
(Interpretation)

In the conceptual model above I chose to present the Transmission ideology to mean 

focussed on outcomes, and the Interpretation ideology to mean focussed on the 

learner as this was the overall theme I drew from Barnes and Shemilts’ (1974) 

hypothetical descriptions of the two. The other key aspect I considered was the style of 

interaction for which, from the exploration of the tutor role and subsequent descriptions 

of ‘Function’, I found there to be two extremes, Democratic and Autocratic. The use of 

the term ‘Democratic’ is of particular importance to the tutors’ exploration of their 

tutoring skills as this study has found that democratic interaction is essential to positive 

tutoring (see p105). The four quadrants in this model represent four ‘Styles of Tutoring’. 

The ‘Functions’ tutors identified with during the exploration of the tutoring role (see 

p116) were placed according to how I perceived them to best fit the ideology and style 

of interaction in each quadrant. For example, the model suggests that a tutor adopting 

a Developmental style of tutoring would demonstrate an interpretation ideology, which 

is focussed on working in partnership with the learner using a democratic style of 

interaction. The tutor adopting this style is likely to relate to the Function descriptions of 

Mentor, Guide and Sounding Board. The model works well up to this point but then, 

when considering the Facilitative quadrant the model fails to work as it could be argued 

that the Developmental quadrant shares the same ideology and interaction as the 

Facilitative quadrant, suggesting that there was no difference between the two. Being 

aware that the model was flawed I set out to make amendments.

The second stage in developing the exploratory tool was to reconsider the layout so 

that more permutations of the tutor ideologies and tutor interaction would work together 

and so that a clear difference could be seen between each of the four quadrants 

representing separate tutoring styles, which resulted in the following model.
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Figure 27: Revised Model of Tutoring Styles Incorporating Teacher Ideologies and 
Styles of Interaction

Facilitative

Facilitator Friend

Motivator Sounding Board

Problem Solver Mentor

Functional
(Transmission) Leader 

Manager 

Authority Figure Guide

Advocate

Developmental
(Interpretation)

Advisor

Directive

This model illustrates two aspects, one based on tutor ideology, the other based on 

interaction:

• Functional: The purpose of tutorial is to develop academic and/or vocational 
competence

• Developmental: The purpose of tutorial is the learners’ holistic development

• Directive: An autocratic, didactic style where the tutor sees themselves as a 
manager, organiser and role model

• Facilitative: A democratic approach where the tutor sees themselves as a 
mentor, advisor and advocate

In this model I have moved the four Tutoring Styles’ previously shown in each

quadrant to the outside of the model. The ‘Function’ descriptors are left within each

quadrant and this time they have been arranged to demonstrate a continuum within

each quadrant. To explain further we will look at the quadrant between Developmental

and Directive (bottom right). The model suggests both Advisor and Guide both

subscribe to a developmental ideology however the ‘Function’ of Advisor is shown as

being more facilitative in approach than Guide and Guide is more directive in approach

that Advisor, due the positions in which they are set. The presentation of this model

works better than the previous one shown in Figure 26 as it allows a greater

combination of the tutor ideologies and tutor interaction. However, by moving the four

styles to form the structure of the model I have lost the use of democratic and

autocratic interaction. This was a concern as I had already stated that democratic

interaction is an important element for the exploratory tool (see p132), therefore it was

necessary to revise the model further.

The final model (Figure 28) returns to the use of Barnes’ and Shemilts’ (1974) 

terminology in relation to Transmission and Interpretation ideologies as I came to the

Ideology:

Interaction:
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conclusion that, rather than imposing my own interpretation on these opposing 

ideologies, it would be more useful if tutors were introduced to the Barnes and Shemilt 

(1974) model as a means to encouraging them to explore their tutoring ideology rather 

than to be simply presented with a choice. I also returned to the use of democratic and 

autocratic styles of interaction in order to re-introduce the term democratic back into the 

model, as democratic interaction was highlighted as an important aspect of the tutoring 

relationship. In addition, the model has been simplified by removing the Function 

descriptions as they overcomplicated the diagram by adding too much information. 

Instead the Functions have been added to the descriptions of the four emergent 

tutoring styles, Functional, Developmental, Facilitative and Directive, which follow the 

model diagram. The tutoring style descriptions provided alongside the model have 

emerged from merging the inductive findings of this study (see p115-119) with the 

concept of the Transmission and Interpretation ideologies as presented by Barnes and 

Shemilt (1974). For each Tutoring Style therefore the five components of the tutoring 

role i.e. Function, Attitudes, Personality, Skills and Knowledge (see p120) have been 

considered within the descriptions.

F igure  28: E xp lo ra to ry  M odel o f  Tutoring S tyles

Democratic

Transmission

Functional Developmental

Interpretation

Directive Facilitative

Autocratic
Key

Tutor Ideology (based on Barnes & Shemilt 1974)

Style of Tutor Interaction 

Style of Tutorial Relationship

The Developmental Tutor: This style of tutoring relationship is based on mutual 
respect. The tutor values the learners’ ability to interpret and internalise information, 
which is demonstrated by allowing the learner freedom to make their own choices and 
decisions. The tutor therefore engages in a democratic style of interaction with the 
learner, perceiving knowledge to be developed through dialogue. The agenda, aims 
and objectives are negotiated as the balance of power is shared. The tutor draws on 
his/her own life experience and self-awareness and engages in appropriate openness 
to identify potential problems and explore alternative solutions. A holistic approach to 
the learners’ development is taken and the tutor is likely to support personal issues as
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well as academic and professional development. When tutors adopt this style of 
tutoring they often describe themselves as Mentor or Counsellor.

The Facilitative Tutor: This style of tutoring relationship is also based on mutual 
respect, and the tutor values the learners’ ability to interpret and internalise information. 
Again the learner is allowed the freedom to make their own choices and decisions 
however the facilitative tutor is more likely to lead the learner towards what they believe 
to be the ‘best’ solution. The tutor engages in an autocratic style of interaction with the 
learner, perceiving knowledge to be developed through dialogue. The agenda, aims 
and objectives are negotiated but tutor led. The facilitative tutor will share their 
professional life experiences to identify potential problems and explore solutions but is 
less likely to engage in this activity on a personal level. A holistic approach to the 
learners’ development is taken and assistance given relating to professional and 
academic matters. The tutor is likely however, to refer the student to ‘experts’ where 
support for personal issues is required. When tutors adopt this style of tutoring they 
describe themselves as Facilitator or Guide

The Directive Tutor: This style of tutoring relationship is based on respect for authority 
and it is expected that the learner will demonstrate respect towards the tutor. The 
directive tutor will resist engaging in negotiation of the tutoring conversation preferring 
to set the agenda and adopt an autocratic style of interaction. The directive tutor 
assumes the learner is without knowledge therefore the problem solving approach is to 
illicit information from the learner about the problem, and then to propose a solution 
that they expect the learner to follow. The directive tutor perceives the tutoring role to 
be a means of monitoring and ensuring the student is adequately supported in terms of 
their academic and professional development. They are not likely to engage in 
discussion relating to the learners’ personal issues and assume that learners will seek 
help elsewhere if they need it. When tutors adopt this style of tutoring they often 
describe themselves as Manager or Problem Solver.

The Functional Tutor: This style of tutoring relationship is based on shared respect 
however the level of respect is weighted towards the tutor. The agenda for the tutoring 
conversation is tutor led with student engagement as the tutor adopts a democratic 
style of interaction. The Functional tutor assumes the learner is without knowledge 
therefore the problem solving approach is to illicit information from the learner about 
the problem, proposing a number of solutions for discussion to achieve a joint decision. 
This tutor perceives the tutoring role to be a means of monitoring and ensuring the 
student is adequately supported in terms of their academic and professional 
development. They are not likely to engage in discussion relating to the learners’ 
personal issues and assume that learners will seek help elsewhere if they need it. 
When tutors adopt this style of tutoring they often describe themselves as Leader or 
Advisor

I presented this model to a focus group comprised of nine tutors on 19th June 2006 for 

critique. I was seeking to ascertain whether the proposed model was clear enough for 

tutors to understand on seeing it for the first time. I also sought to ascertain whether or 

not the tutors felt that the model would a have a purpose in supporting reflection on 

their tutoring practice. Tutors were invited to comment on the tutoring styles 

descriptions and whether the ‘Functions’ identified earlier sat well against the 

descriptions. The participants remarked that they understood the descriptions and that 

the use of ‘Functions’ helped in that understanding.
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During this activity a discussion occurred regarding how the tutors envisaged the model 

being used as some tutors were attempting to identify themselves as ‘being’ a 

particular ‘type of tutor’ whereas other tutors were considering the ‘style of tutoring’ 

they ‘adopted’. From this discussion it was concluded that the model encapsulated 

differing styles of tutoring and that the proposed model therefore represented the tutor 

‘as a whole’ and that it is appropriate for different styles to be adopted by the tutor 

depending on the task being undertaken, the needs of the student being supported and 

the level of importance placed on the outcome for the student. This brought into play 

the significance of ‘situational appropriateness’. Tutors argued that it is sometimes 

necessary for example to be didactic in their approach to ensure that a student 

understands clearly the steps that can be taken to complete an essential piece of work 

at the end of the academic year. Tutors also suggested that there are some situations 

when it is necessary to spend time with a student in helping them to explore an issue 

so that they are able to draw on their own internal resources and strategies in order to 

resolve a problem. The consensus was therefore that the model should be presented 

as an exploratory tool to enable tutors to examine their attitudes and interactions by 

considering each style in turn, rather than saying that one style is ‘better’ than another. 

Furthermore, the participants concluded that a skilful personal tutor would have the 

ability to speedily assess the situation, the needs of the student and the student’s 

coping abilities in order to adopt the appropriate style for that situation. The proposal is 

therefore that the personal tutor is multi-faceted and possesses the aptitude to draw on 

a range of skills and abilities to suit the circumstances, the subject matter being 

discussed i.e. personal or academic and the individual student’s level of autonomy.

8.2 Verifying and Expanding the Model of Tutoring Styles

Having explored the perceived usefulness of the emergent exploratory tool by 

encouraging a tutor focus group to test its ‘workability’ the model was presented to a 

number of personal tutors in five separate focus group meetings for further verification 

and development. The first three meetings took place on 19th 20th and 21st June 2006 

and were carried out as part of the institutions’ personal tutor professional development 

activities. The fourth and fifth focus groups were held in workshops at the National 

Association of Managers of Student Services (NAMSS) Annual Conference on 3rd July 

2006.

During the first focus group meeting in which the model of personal tutoring styles was 

presented seven tutors were in attendance. They were each provided with a copy of 

the model and a description of each of the four tutoring styles. They were asked to 

consider each of the styles in light of their own practice and identify which style they felt 

they had a propensity towards using. I hoped that by setting the task in this manner it
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would encourage a level of reflective practice. The tutors were then provided with a 

handout listing desirable skills, knowledge, personality and attitudes identified by tutors 

and students, which were arrived at during previous explorations of the tutoring role 

(see p115-119). Tutors were requested to identify which of the aspects within the Skills, 

Knowledge, Attitudes and Personality) related to their chosen style of tutoring by 

marking each with a tick at the side. When analysing the results of this exercise it was 

interesting to find that all seven tutors had chosen ‘Facilitative’ as their preferred style 

and collectively all aspects except for ‘detached’ had been marked. After considering 

possible reasons for this anomaly I drew two conclusions. Firstly, by making the activity 

personal to each individual tutor by asking them to consider their own tutoring style, I 

had unwittingly introduced the potential for personal judgements to be made about 

what was believed to be ‘good’ or ‘bad’ tutoring which the tutors were either implicitly or 

explicitly aware of, which implied that this was how others would see them. Secondly, 

that in order to achieve a more objective view of how the aspects could be related to 

the styles, a different approach needed to be taken whereby tutors would distance 

themselves from the evaluation.

The second focus group consisted of eight personal tutors in total. The activity was 

carried out in a similar way to the first with two minor changes instigated by the first 

group findings. The first change was to allow tutors to work in pairs. The first group had 

voiced the opinion that it was a difficult task to do alone and would have preferred to 

work with a partner so that they could discuss their choices. As the purpose of this 

research project is to arrive at some consensus of opinion I deemed it appropriate to 

allow discussion to occur. The second change was to de-personalise the activity so 

each pair of tutors were randomly allocated a tutoring style to consider. This also 

allowed the activity to be managed so that each tutoring style was considered an equal 

number of times. The outcome of this session was very different to the first as each 

style was evaluated and the responses for the Facilitative style did not tick all the boxes 

on this occasion, which confirmed my initial suspicion that the previous findings had 

been skewed. Based on this finding I decided to discount the data from the first focus 

group activity to avoid tainting the overall results. I repeated this activity in the same 

way for the third focus group in which eight tutors participated.

The fourth and fifth focus groups were convened as conference workshops to explore 

the tutoring model. A total of twenty-four delegates participated in two consecutive 

workshops (twelve in each workshop). The delegates were all involved in personal 

tutoring and therefore understood the concept of tutoring in post-compulsory education. 

A brief presentation was given to the participants to show how the model had emerged 

before proceeding with the exercise. Again, the styles were randomly assigned but this
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time the participants worked together in groups of three to ensure that an equal number 

of responses for each tutoring style were obtained i.e. four groups of participants 

evaluating one tutoring style each within each workshop. The purpose of this exercise 

was to give an opportunity for the personal tutoring community to critique the model by 

commenting on the content, language, terminology and perceived usefulness. This 

approach managed to include participants from a broader range of Further Education 

Colleges geographically which in turn contributed to reducing bias as the research 

participants thus far had been recruited from a limited number of sources (Morgan, 

1997:35-37). Participants had an opportunity to discuss and change the titles of the 

tutoring styles and only one comment was received. The participant commenting felt 

that by using the word ‘Facilitative’ as a named style of tutoring there may be a danger 

that the term would be misconstrued and that the model was suggesting that personal 

tutors were facilitators. Other participants however put forward the view that the model 

is clear that a personal tutor adopts (or, in their words ‘should adopt) all of these styles 

at appropriate times and that a personal tutor would be all of these things in varying 

circumstances. I made a point of acknowledging the participant’s comment, accepting 

that by presenting the model in written form without the opportunity to offer additional 

explanation it does, as with any other writing, leave it open to the reader’s own 

interpretation, which may not always meet with the writer’s intended meaning. 

However, on consideration of this comment following the event I chose to stay with the 

original wording as the participants’ general consensus was that the model was clear 

as presented.

I analysed and collated the second, third, fourth and fifth focus groups’ responses 

together. I did not include the first focus group data to avoid skewing the overall 

findings (see p137). The collective analysis includes one set of responses for each 

tutoring style from focus group two, and three sets of responses for each tutoring style 

from focus groups three, four and five. The format used to display the findings in 

Figures 25-27 inclusive was designed to allow patterns to emerge in relation to the 

Skills, Knowledge, Personality and Attitudes that tutors collectively consider to be 

attributable to each style. The numbers represent the number of group responses 

therefore a maximum of four can be achieved for each style. The ‘scores’ range from 

nought (no tutors believe that aspect to be attributable to the particular tutoring style 

they are considering), to four (all tutors believed that aspect to be attributable to the 

particular tutoring style they are considering). I envisaged that this additional 

information would add depth to the original descriptions of the tutoring styles.

In attempting to make sense of the data, I have taken the position that the scoring 

indicates a level of importance attributed to each aspect (Skills, Knowledge, Personality
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and Attitudes) within the individual tutoring styles, i.e. where all participants identified 

an aspect in relation to a particular style, the strength of consensus implies that it is 

highly important that that particular aspect would be demonstrated by the personal tutor 

adopting that style of tutoring. In contrast, a lower level of consensus would indicate 

that the aspect is less important to effective engagement in that particular tutoring style. 

In applying this theory the term ‘important’ is allocated to aspects receiving a score of 4 

or 3. The term ‘less important’ is allocated to aspects receiving a score of 2 or 1. 

Those aspects receiving a nil result are deemed not to be important to effectively 

engaging in that tutoring style. When participants were undertaking this activity the 

mindset was such that without exception they would refer to ‘essential’, ‘desirable’ and 

‘not essential’ in their evaluations. As I had committed at an early stage to stay true to 

the data (see p60) the descriptions that follow the tables below present the participants’ 

perceptions using their terminology.

The numbers presented in the following tables refer to each pair of participants, for 

example 2 represents four participants working in two pairs.

Figure 29: Analysis of Skills Attributable to Tutoring Styles
Skills Directive Functional Facilitative Developmental

Reflective listening, questioning & 
speaking skills

0 2 1 4

Persuasive and influential as an 
advocate

1 2 3 1

Ability to create concrete positive 
outcomes

4 4 2 1

Ability to relate to others 0 2 1 4
Counselling skills 0 1 0 4
Ability to advise without imposing 0 2 3 3
Ability to draw things out during one-to- 
one discussion

0 2 2 4

Observant - ability to identify problems 
and pick up less obvious signs

0 2 1 4

Mentoring Skills 0 1 2 3
Organisational skills 4 3 2 2
Negotiating skills 0 1 1 2
Time management skills 4 3 1 1
Creative thinking 0 1 2 1
Leadership skills 4 3 1 0
Clarity of thought 3 3 2 1
Ability to facilitate group discussion 0 2 3 2

Directive Style: The data suggests that a tutor adopting a Directive style would be

expected to demonstrate leadership, management and organisational skills and have 

the ability to create positive outcomes. The majority of respondents believed that clarity 

of thought was essential for this style of tutoring but only one group of respondents 

believed there to be a need for the Directive style to incorporate persuasive and 

advocacy skills. It was not expected by any respondents that the Directive style of 

tutoring would need to engage in any interpersonal skills such as mentoring skills,
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being observant to pick up signs indicating potential problems, being able to relate to 

others or reflective listening skills.

Functional Style: The data suggests a broader range of skills are demonstrated in the 

Functional style in comparison to the Directive style however as with the Directive style, 

all the participants perceived the ability to create positive outcomes to be important to 

this style of tutoring. All but one of the pairs of respondents envisaged leadership and 

time management skills as essential to this style. The ability to facilitate group 

discussion and demonstrate interpersonal skills was only considered to be necessary 

by half of the respondents. Only one out of the four pairs of respondents thought there 

to be a need to engage in mentoring skills, counselling skills or creative thinking.

Facilitative Style: This style was the only one where the respondents did not agree 

totally on any aspect of skills. The nearest to consensus reached was 3 of the 4 pairs 

of participants believing that it is necessary for tutors adopting a facilitative style to 

have persuasive advocacy skills plus the ability to facilitate discussion and to advise 

without imposing. I have also noted that the only skills not deemed by all the 

participants to be necessary were counselling skills, which is in stark contrast to the 

Directive style where only five of the skills listed were deemed essential.

Figure 30: Analysis of Knowledge Attributable to Tutoring Stvies
Knowledge Directive Functional Facilitative Developmental

Understand potential problems and 
alternative solutions

2 4 2 3

Know when to refer on to internal or 
external support agencies (understand 
own knowledge limitations)

2 4 4 1

Know and understand course structure, 
required outcomes and assessment

4 4 3 0

Knowledge of additional support 
available

0 3 4 1

Know the student and how they are 
doing at College

1 4 2 2

Understand how to apply current 
professional requirements to course

2 3 2 0

Life experience and self-awareness 0 2 4 4

Directive Style: The only essential knowledge identified for the Directive style of 

tutoring is related to the course structure, outcomes and assessment. The participants 

were split in relation to understanding potential problems and agencies for support 

suggesting that some tutors felt that Directive tutoring includes support for personal 

and welfare issues. Tutors were also split in relation to understanding the broader 

professional requirements in relation to the course implying that, for some tutors, the 

focus is on the student completing their course of study rather than a holistic 

preparation for the vocation they are planning to enter.
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Functional Style: The participants agreed that in order to undertake the Functional 

tutoring style effectively it is necessary to know the students and how they are 

progressing on the course, to understand problems that may occur and have the 

knowledge to help them refer students to appropriate internal or external agencies for 

support. They did not feel that it was necessary to bring life experience or self- 

awareness to this style of tutoring.

Facilitative Style: All the participants evaluating the Facilitative style of tutoring 

believed that this style requires tutors to bring their life experience and self-awareness 

to the relationship and to understand what internal additional support and external 

support agencies were available and when it is appropriate to refer students on. 

However it is not suggested that understanding potential problems and possible 

solutions is essential or that the tutor need know the student or how they are doing at 

college. The participants also deemed it essential here for tutors to understand the 

course structure, outcomes and assessment but that does not extend to professional 

requirements beyond the course remit.

Developmental Style: Considering the holistic approach to tutoring suggested in the 

Developmental style it is surprising that that the only essential elements appear to be 

an understanding of potential problems and the knowledge brought about by the tutor’s 

from life experience and self-awareness. No participants identified a need for tutors 

adopting this style to understand the course structure or related professional 

requirements. Furthermore I am concerned at the perception that tutors adopting the 

Developmental style need not be aware of additional support and external agencies 

available to students, suggesting that it is not expected for referral to take place which 

may hinder meeting the level of expert support an individual student requires (see

p118).

Figure 31: Analysis of Personality Attributable to Tutoring Styles

Personality Directive Functional Facilitative Developmental

Genuine/credible - acknowledges 
human imperfection

1 2 2 3

Humorous -  good sense of humour 0 2 2 1
Kind, caring, compassionate 0 2 2 2
Honest, truthful 3 1 3 3
Confident 4 4 4 2
Understanding, empathetic 0 2 2 4
Patient 0 2 2 3
Friendly 0 3 2 2
Trustworthy 2 2 3 3-
Have an emotional side/emotional 
intelligence

0 1 2 4

Tactful 0 1 2 3

Directive Style: It was found that being honest, truthful and confident were perceived 

to be the most essential personality traits for the Directive style of tutoring. Trustworthy
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was also identified as desirable however none of the traits you would attribute to 

emotional intelligence were identified as remotely necessary.

Functional Style: Being confidant and friendly featured as essential in the Functional 

style. Desirable personality traits include being genuine, credible, trustworthy, kind, 

humorous, patient and empathetic, suggesting the potential for positive interaction.

Facilitative Style: Trustworthy, confident, honest and truthful were considered to be 

essential personality traits for Facilitative tutoring. Desirable traits were the same as for 

the Functional style with the addition of emotional intelligence and tactfulness.

Developmental Style: The participants considered the most important personality 

traits to be understanding, empathetic and emotionally intelligent. Essential personality 

traits for the Developmental style of tutoring to be Genuine and credible, honest and 

trustworthy, patient and tactful. It was found to be desirable for tutors adopting a 

Developmental style to be confident, friendly, humorous, caring and compassionate.

Figure 32: Analysis of Attitudes Attributable to Tutoring Styles
Attitudes Directive Functional Facilitative Developmental

Supportive, sympathetic and 
understanding

0 1 1 4

Being willing to be there, willing to 
engage

0 1 3 4

Flexible/adaptable 0 1 2 4
Organised, disciplined 4 4 1 1
Respect for confidentiality - not to 
share information with other students 
and tutors

2 2 4 4

Welcoming, approachable, receptive 0 1 1 2
No barrier between tutor and student 0 2 3 3
Pride in the role 2 2 3 1
Not superior, mutual respect 0 1 3 4
Easy to talk to, friendly approach 0 2 2 4
Allow students to maintain self-respect 0 2 4 4
Do not display favouritism, treat 
everyone equally

3 3 4 3

Prepared to negotiate 0 1 1 3
Helpful 1 2 3 4
Clean and tidy/good presentation 2 3 2 0
Offer alternatives not direct instruction. 
Allow students freedom to make own 
choices/decisions

0 1 1 3

Be able to work with the person as a 
partnership

0 1 2 3

Assertive but not aggressive 4 4 1 1
Respect students’ wishes to keep 
things to themselves

2 3 4 2

Punctual 4 1 2 2
Determination to make you do well 3 1 1 1
Formal but caring 1 2 4 1
Non-judgemental, Objectivity 1 0 2 3
Detached 3 1 2 0
Desire to help 1 2 2 2
Ownership and responsibility 2 2 3 0
Competent 4 3 2 2
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Considerate, diplomatic 0 1 2 2
Realistic expectations 0 2 1 2
Appropriate openness 0 1 1 3
Student-centred 0 1 2 3
Firm but fair 4 2 4 0

Directive Style: Participants focussed on being organised, punctual, competent, 

assertive, detached, firm but fair and treating everyone equally as essential to the 

Directive style. Desirable attitudes included taking a pride in the role and being well 

presented, being objective, taking ownership, being helpful and being formal but caring. 

Many of the attitudes that suggest an equal and democratic relationship were not 

identified as necessary to the Directive style of tutoring.

Functional Style: The participants’ main focus in relation to attitudes for the Functional 

style were: organised, disciplined and assertive. Treating students fairly and equally, 

respecting their privacy being competent and well presented also featured highly. All 

other aspects were deemed to be desirable except for being objective, which was not 

identified by any of the participants for this style.

Facilitative Style: The participants identified an importance in respecting students 

confidentiality and self-respect and found it to be essential that when adopting this style 

tutors are mindful to treat students equally in a formal and caring manner. All other 

aspects were considered to be desirable despite some potential conflict between 

certain aspects such as being detached and being willing to be engaged.

Developmental Style: For tutors adopting the Developmental style it was not 

considered to be necessary for tutors be to detached or firm and personal presentation 

did not appear to be important. What was considered most important was to be 

engaged, flexible, helpful, friendly and respectful. It was also considered important to 

be sympathetic, supportive, easy to talk to and respectful of students’ confidentiality. 

The significance of relationship came through in the importance of tutors’ attitudes for 

there to be no barrier between student and tutor and being prepared to share 

appropriate openness so that they work in partnership, being student centred and 

allowing students to make their own decisions.

This exploration of how the Skills, Knowledge, Personality and Attitudes sit with the 

four tutoring styles identified by this research has identified a number of points:

• The participants’ view of the Directive style of tutoring sets it aside from the 
other three styles as the range of skills for the Directive style appears limited in 
comparison and any skills or attitudes relating to personal interaction are not 
deemed necessary in the Directive style.

• The Directive and Functional styles share similarities in relation to leadership, 
management and organisational skills and being able to create positive 
outcomes

• The skills for the Development style have a focus on understanding the 
individual and creating positive interaction in order to engage well with students
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on equal terms and empower them to draw on their own experiences to support 
decision making

• The Developmental style stood aside from the other three styles in relation to 
expectations of knowledge base. It was found that tutors felt it necessary here 
to bring their own life experience and self-awareness to the relationship in order 
to understand potential problems and possible solutions. The Functional style 
shares the importance of understanding problems and the Facilitative style 
shares the importance of life experiences.

• The Directive, Functional and Facilitative styles share the importance for 
understanding the course structure, outcomes and assessment.

• The Directive style stands apart from Developmental style in relation to 
personality traits sharing only the need to be honest and truthful

• The Developmental style and Directive style share only the need to be fair and 
equal with students and respecting students’ wishes.

The findings from the exploration of tutoring styles in relation to Skills, Knowledge,

Attitudes and Personality were drawn together in a list for each style set out in relation

to the ratings achieved from the previous exercise (Appendix 28). I organised two

further tutor focus groups, the first on 12th February 2007 with ten participants and the

second on 14th February with eleven participants, each session was split into three

working groups to allow for discussion. The purpose of holding these groups was to

present the final exploratory tool together with the additional analysis of Skills etc to

find out whether the additional information contributed further to the tutors’

understanding and use of the exploratory tool. The tutoring model was presented along

with lists of the rated Skills etc, identified in the previous round of focus groups, without

the related tutoring style being shown. Once the tutors had been taken through the

concept of the exploratory tool the participants were asked to consider each list and

attempt to identify which tutoring style the list represented. In all cases the Directive

and Developmental styles were found to be easily identifiable however in each session

one group of tutors had difficulty deciding between Functional and Facilitative. The

main confusion appeared to stem from the tutors’ own interpretation of the term

‘Facilitative’ where they perceived facilitating to engage in an democratic rather than

autocratic style of interaction. The groups played with swapping the Functional and

Facilitative styles around in the model but felt that this did not work. After this process

both focus groups concluded that the importance in understanding the exploratory tool

lies in understanding the tool as it is presented rather than placing one’s own

interpretation on it.

The tutors participating in these two final verification exercises perceived the 

exploratory tool to be useful in helping them to reflect on their tutoring practice. It was 

felt that the model directed them towards considering the perceptions they brought to 

the tutoring relationship and how these were played out in their general approach. They 

commented proposed that the contribution this model makes to personal tutor 

development is in raising awareness of how their ideology and interaction impacts on
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their tutoring relationship and felt that this was missing from general teacher education. 

The tutors also noted that as they considered the model they revealed to themselves 

that they had a propensity towards adopting certain styles of tutoring and, in some 

cases, an avoidance of certain tutoring styles. One tutor shared her evaluation and 

explained that she had not previously realised that she did not engage in what the 

model refers to as a ‘Directive’ style of tutoring. Furthermore she acknowledged that 

having given this some consideration she had come to the realisation that she avoided 

situations with students that may be construed as confrontational which she believed 

was the reason for staying with a democratic style of interaction. Furthermore whilst 

looking at the Attitudes related to each style of tutoring she concluded that she lacked 

assertiveness which the model suggests is significant to undertaking the Directive style 

effectively. To this end she chose to undertake training to develop her confidence and 

assertiveness.

8.3 Summary
I conclude from the validation exercises that the teaching ideology and method of 

interaction that each style is designed to represent is evident in the allocation of the 

various Attitudes, Skills, Knowledge and Personality. I propose however, that in the 

case of the Directive and Developmental styles the findings represent a caricature of 

these styles. I have based this assumption on the polarised views for example that a 

Directive style would not require a tutor to be patient or friendly and that a 

Developmental style would not require the tutor to possess any leadership skills or 

have the ability to create positive outcomes. I consider therefore that these findings are 

useful in providing an insight into tutors’ perceptions of what is required of the tutor to 

undertake any one of these styles. I do not propose however that these findings should 

be translated into a list of competencies required for each style to be effective because 

the research was not designed with the intention of producing a competency 

framework. This activity also highlighted how the styles may be related to particular 

learning situations and ‘types’ of students e.g. confident and autonomous or anxious 

and dependant and I propose that the model should be further explored against the 

backdrop of student typologies and case study scenarios to give practical examples of 

when the various tutoring styles may be most appropriate.

The tutors’ evaluation concluded that the model encapsulated differing styles of tutoring 

and that the proposed model therefore represented the tutor ‘as a whole’ and that it is 

appropriate for different styles to be adopted by the tutor depending on the task being 

undertaken, the needs of the student being supported and the level of importance 

placed on the outcome for the student. The consensus was therefore that the model 

should be presented as an exploratory tool to enable tutors to examine their attitudes
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and interactions by considering each style in turn, rather than saying that one style is 

‘better’ than another. The proposal is therefore that the skilled personal tutor is multi­

faceted and possesses the aptitude to draw on a range of skills and abilities to suit the 

circumstances, the subject matter being discussed i.e. personal or academic and the 

individual student’s level of autonomy. It is interesting to note however that the 

students’ preference is towards personal tutors who demonstrate an interpretation 

ideology, as they desire engagement, a democratic relationship with tutors and positive 

dialogue (see p105). Furthermore the Skills and Attitudes that underpin these activities 

are not present in all the tutoring styles.

In summary, it was found that the tutors perceived the exploratory tool to be useful in 

helping them to reflect on their tutoring practice, as the model directed them towards 

exploring the perceptions they brought to the tutoring relationship and how these were 

played out in their general approach. Tutors also found it useful in raising self- 

awareness of their ideology and interaction in relation to their tutoring relationship and 

noted that they had a propensity towards adopting certain styles of tutoring and, in 

some cases, an avoidance of other tutoring styles. Furthermore, tutors raised their 

concerns that this self-reflection in relation to tutoring was not addressed through 

general teacher education and considered the use of this exploratory tool to go some 

way towards addressing this concern.

This chapter has concluded the presentation of my empirical research and subsequent 

grounded theory. My final task in bringing this thesis to a close is to give an evaluation 

of the implications and limitations of the inquiry in the final chapter.
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Chapter 9: Implications and Limitations of the Study

In this final chapter I discuss the implications and limitations of the study. The chapter 

is presented in three parts. In the first section I provide a summary of the research 

findings. Within this section I will discuss the conclusions I have drawn, the contribution 

the study makes and the implications and recommendations for managing tutorial 

provision in post-compulsory education, based on these findings. In the second section 

I will discuss and evaluate the research methodology and methods employed to 

undertake the inquiry. Finally, the summary draws together the contributions of this 

study and draws the thesis to a close. But first, I will give a brief overview of the 

research.

I designed the inquiry to inductively explore two aspects of tutorial provision in post- 

compulsory education. First of all the nature and purpose of tutorial provision was 

explored by students and tutors in order to ascertain their perceptions of tutorial needs 

and expectations. The rationale for this was to address the low profile tutorial provision 

suffers at national and institutional levels across the sector, and because the confusing 

range of definitions imply a need for the objectives of tutorial provision to be more 

clearly articulated. Secondly, the personal tutoring role was explored in order to 

understand what students’ and tutors’ perceived the key aspects of the role to be, and 

to understand the value placed upon it by the students, the tutors and the institution. 

The rationale behind this aspect was to address the lack of confidence and 

commitment many tutors demonstrate when undertaking the role, due in part, to 

arbitrary recruitment and insufficient personal tutor training. Finally, a third aspect 

emerged during the inductive inquiry, which led to the exploration of feelings and 

emotions at play within the tutoring relationship.

9.1 The Research Findings, Contributions and Recommendations

The National Improvement Strategy places a responsibility on post-compulsory 

education to prepare young people to make a positive contribution to the country’s 

economic stability. The Government also looks to the sector to develop young people’s 

vocational and employability skills on the basis of locally and nationally identified skills 

shortages (see p21), which it has been argued will ‘more closely aid social 

reproduction’ (Walford; cited by Olssen et al, 2004:200). Whether or not we agree with 

this sentiment, we cannot ignore the significance this has for tutorial provision in 

relation to the development of employability skills and the co-ordination of individual 

students’ personalised programmes of learning (see p22) an integral part of the new 

specialised diplomas (see p29). Paradoxically, despite there being an implicit 

acceptance within the post-compulsory education sector that tutorial provision
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contributes to student retention and achievement, this is not explicitly reflected in the 

resources attributed to the provision as the demands on tutorial provision grows. 

Furthermore, the research has found that the system of student support has been 

regressive and a disincentive to widening participation (see p17).

This research has found that tutorial provision suffers from a low profile and is not 

valued at national level on three counts. Firstly, the inspection regime does not allow 

for fair representation of the contribution tutorial provision makes to students’ personal 

and professional development. The system relies heavily on statistical data to evaluate 

impact and does not take account of the narrative evidence provided by students’ 

individual experiences. Furthermore, tutorial provision is lost amongst the various key 

questions during inspection (see p27) and the format of the questions do not fully 

acknowledge all the areas in which tutorial makes a contribution. Secondly, the 

managerialism of education has resulted in a ‘stifling and de-motivating educational 

bureaucratic system’ in which the tutor role has become ‘deprofessionalised’. This has 

resulted in suppressing tutors’ creativity and depleting the value of tutors’ professional 

judgement (Bottery, 2000:57). Thirdly, there remains a concern over the lack of 

definition and shared purpose which was identified at least as far back as 1977 

(Bramley, 1977:29) and according to Lang and Marland (1985), Earwaker (1992), Best 

(1995) and Calvert and Henderson (1998) has not been addressed adequately since, 

which implies that research such as this is long overdue.

From the exploration of the nature and purpose of tutorial a heuristic framework 

inductively emerged (Appendix 19). The framework encapsulates the nature and 

purpose of tutorial provision as perceived by the research participants. It is presented 

as a tool to support the design and planning of tutorial provision that meets students’ 

needs and expectations. The framework provides clarity in relation to the broad 

objectives of tutorial provision to contribute to the current lack of shared understanding 

in relation to its nature and purpose (see p9). The framework also provides a brief 

description of each element of tutorial to facilitate discussion during the planning 

process and to contribute to the debate on the nature of tutorial provision in the current 

post-compulsory education environment. The framework stops short however at giving 

a prescriptive scheme as this would frustrate attempts to achieve flexible and 

differentiated provision that I have found, during this research, to be essential to 

providing adequate and appropriate personalised learning (see p23). Furthermore a 

single definition of tutorial provision is not provided for two reasons. Firstly, because a 

single definition did not inductively emerge from the data and secondly, because a 

single definition would not reflect the complex nature of tutorial provision (see p96). 

The heuristic framework however, does illustrate the complexity of provision and
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serves as a framework to support institutions to develop tutorial provision that meets 

the needs of their student cohort and fits with their organisational values and 

objectives.

From the exploration of the personal tutoring role a definition of personal tutoring 

emerged, being described as a learning relationship for which democratic interaction 

and positive dialogue are essential components. This is particularly significant when 

considered in light of the students’ expectations that their tutor will be a willing and 

engaged partner in the tutoring relationship (see p118). I found that personal tutors can 

hold one of three attitudes towards the tutoring role. There are those that do not want 

to engage in personal tutoring, those who undertake the role because they are 

instructed to as part of their overall teaching commitment and those who enjoy and 

value the role (see p113). These attitudes have implications for recruiting to the 

personal tutoring role, for example in relation to the level of commitment that can be 

expected from a tutor who does not wish to undertake the role. I propose that to ensure 

that the personal tutors assigned to the role are committed to it; attempts should be 

made to move away from the current arbitrary arrangements of allocating the role on 

the basis of tutors’ availability and look to identifying tutors who demonstrate a 

willingness to engage in tutorial practice. During this aspect of the inquiry an archetype 

of the personal tutor role and attributes emerged (Appendix 27) showing that the tutors’ 

skills, knowledge, and personality influence their attitudes towards the role. The model 

draws together the students’ and tutors’ expectations of the role and a summary of their 

perceptions of desirable Skills, Knowledge, Attitudes and Personality. It provides an 

insight into the perceptions of the personal tutoring role to contribute to clarifying its 

nature and purpose, but should by no means be considered as a competency 

framework or person specification for the role (see p145).

The significance of the tutorial environment and tutor engagement arose on a number 

of occasions throughout the inquiry, particularly in relation to individual tutorial where 

the tutorial relationship was found to directly impact on the students’ academic 

achievement and personal wellbeing (see p126). The Further Education students 

expressed a desire for tutors to be engaged during both group and individual tutorial 

whereas Higher Education placed the importance of tutor engagement in the context of 

individual tutorial. I suggest that the contrast in perceptions over tutor engagement 

during group tutorial stems from the Further Education students’ expectations for group 

tutorial to be fun and informal which is not a perception shared by Higher Education 

students. The type of group tutorial environment that Further Education students’ 

desire meets the requirement for students to enjoy the learning experience for which 

evidence is sought during the inspection process (see p27). The students’ perceptions
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also sit well with the value tutors place on experiential learning. It was also recognised 

however that tutors are anxious over the tensions between engaging students in 

experiential activities and employing a didactic teaching approach. The tutors’ harbour 

concerns about ensuring that their work is measurable under the terms of the 

inspection regime and they gain solace from a directed approach to curriculum design 

that enables them to ‘tick the right boxes’. Paradoxically, as the approach to inspection 

requires the measurement of specific outcomes to ‘enable themes of national 

significance to be pursued and reported’ (HMI 2651/2006:5) the Government’s 

objectives to develop a creative, inventive and enterprising workforce (see p22) 

through education, is stifled by de-professionalising the tutors’ role (see p15) to a point 

at which tutors themselves are not afforded the freedom to be inventive or to take risks. 

To address this tension I propose that the inspectorate should work with tutorial 

managers and practitioners to investigate possible methods of assessing the quality of 

tutorial provision whilst allowing tutors to be responsive as well as proactive in their 

tutorial curriculum design. And in addition, I suggest that in order to address the 

weakness in the inspection key questions, these are revised to take account of the full 

contribution tutorial provision makes not only to retention and achievement but also to 

the students’ learning journey and their personal development. As well as addressing 

the low perceptions of tutorial provision within individual institutions, this will contribute 

to raising the profile of tutorial provision at national level. It will also support the case for 

the level of tutorial funding to be reviewed to reflect the growing complexity of tutorial 

activities and the increasing demands on personal tutors and their time.

An exploration of students’ experiences and emotions in a learning context revealed 

that undemocratic and negative tutor interaction can lead to long lasting unhealthy 

perceptions of self and others and furthermore I found that, sadly, teacher anger is not 

uncommon (see p108). On the basis of these findings I propose that the value and 

significance of ‘relationship’ should figure highly in personal tutors’ professional 

development, particularly in light of this being a weakness in teacher training (see 

p109) and there being a lack of in-house training offered by post-compulsory education 

institutions. Following this insight it is proposed that methods to raise tutors’ awareness 

of the potential to unwittingly create a negative environment and approaches to 

address and modify detrimental behaviour should be further explored. I also propose 

that research should be undertaken to shed light on how students’ interactions with 

tutors is affected by previous experience, the measures that can be taken during the 

tutoring relationship to enable students to be aware of and manage transference of 

displaced thoughts and feelings, and for tutors to be able to recognise and support 

where students have a propensity towards misconstruing interaction with others. 

Furthermore, this study highlights the importance of appropriately recruiting to the
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personal tutor role in order to support the development of positive tutoring relationships 

(see p108). The current staffing for tutorial provision is based on an arbitrary process 

that is dependant on tutors’ availability rather than what they can bring to the role in 

relation to Skills, Knowledge, Attitudes and Personality. Based on the premise that 

relationship is significant to the tutoring role this study strongly suggests that greater 

consideration is given to the selection of personal tutors than currently exists. This 

proposal is further supported during the exploration of the tutoring role when it was 

found that tutors’ Attitudes, arising from their Personality, Skills and Knowledge, 

influenced the function they believed to be undertaking as a personal tutor (see p127). 

The findings in relation to the personal tutoring function identified that some tutors refer 

to themselves as ‘mentor’ or ‘counsellor’. Counselling is a recognised profession and 

the British Association for Counselling and Psychotherapy provides the profession with 

a quality and ethical standards framework. Mentoring also has its ethical standards and 

a competency framework provided by the Standards Committee of the European 

Mentoring and Coaching Council that offers guidance to practicing mentors. I suggest 

that in order to secure national support for tutoring in post-compulsory education the 

profile of personal tutoring as a developing profession would benefit from the 

introduction of professional and ethical standards and appropriate professional 

development. Furthermore, it would be helpful to contrast the roles of tutoring, 

mentoring and counselling to clarify the boundaries of the tutoring role (see p128). The 

study’s inductive exploration of the personal tutoring role and attributes resulted in 

students and tutors identifying a range of Skills, Knowledge, Attitudes and Personality 

traits that they would expect to see demonstrated in ‘good’ personal tutoring. I do not 

suggest that these findings can be transferred directly into a general competency 

framework as this data relates only to this study’s participants’ perceptions and it is not 

claimed that the findings represent the whole post-compulsory student and tutor 

communities. I do propose however that the methods employed to explore this aspect 

of the research can be replicated on a larger scale, which would examine my 

understanding that theoretical saturation had occurred before moving to develop an 

emergent competency framework.

The importance for tutors to create a positive tutoring relationship identified by this 

study (see p108) together with confirmation that teacher training and insufficient in- 

house tutorial training does not prepare tutors well for the personal tutoring role (see 

p126), led me to consider ways in which this study could contribute to personal tutor 

development. The research has shown that democratic dialogue is essential to positive 

tutoring (see p105) and that tutors’ Attitudes, shaped by their Skills, Knowledge and 

Personality, affect what they perceive the purpose of the tutoring role to be, and the 

Function they believe they are fulfilling (see p120). On this basis I designed a
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theoretical model of tutoring to incorporate the two key aspects (dialogue and 

attitudes). I also made use of the participants’ terminology in the descriptions of the 

emergent tutoring styles. The model does not suggest that tutors adopt a particular 

tutoring style. What I am proposing is that the model illustrates various styles of tutoring 

that tutors move between to suit the individual student’s needs and the issues being 

addressed (see p136). The theoretical model is not presented as a prescriptive guide 

as to how the tutoring role should be undertaken, as this would remove the tutors’ 

professional judgement from their tutoring relationship. It is presented as an exploratory 

tool to facilitate tutors’ reflection on their tutoring practice, to understand how their 

practice impacts on the students, and to identify related personal or professional 

development. A number of validation activities were held to test out the ‘workability’ of 

the model. During these activities it occurred that some confusion emerged for a small 

number of participants in relation to the names of the tutoring styles. It was found that 

the term ‘facilitative’ used as a tutoring style created difficulties where the participants 

referred to their interpretation of ‘to facilitate’ rather than referring to the description of 

the tutoring style provided as part of the model. During these focus group meetings, 

alternative names were considered after which the general consensus was that the 

name ‘facilitative’ was a best fit. I have subsequently discussed this issue with my 

current tutorial team and the names of the styles were considered in more detail. Again 

the consensus was that nothing more appropriate could be found however I confirm 

that the model is presented at this stage as a work in progress (only in relation to the 

aspect of the ‘facilitative’ title) until I have explored more alternatives and resolved the 

issue to the satisfaction of potential users of the model.

9.2 Evaluation of the Research Methodology

I have chosen to undertake grounded theory, a paradigm that recognises the validity of 

socially constructed meaning. I must acknowledge that interpretivist research is held up 

as not being scientific on a number of counts of which the notion of socially constructed 

meaning is one. This is in opposition to a positivist researchers position, which 

subscribes to the notion of knowable truths. The interpretive nature of social science 

research and the potential for the researcher’s pre-conceptions to influence the 

research are also held up as criticisms against it by researchers of the positivist 

tradition. The positivist paradigm argues that a researcher should be ‘value neutral’ 

(see p34). This expectation is refuted in the social sciences as it is argued that in order 

for the researcher to undertake effective analysis their previous experience and 

observations in the field, and interaction with the research participants offers a valuable 

theoretical basis for analysis. Walliman (2006:24-25) supports this stance by 

suggesting that developing theoretical ideas without some prior theoretical standpoint
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is hard to achieve. Respondents in positivist research are considered to be ‘objects’ of 

research rather than part of it. Human characteristics and attributes may be used as 

variables so long as they are observable, therefore opinions, feelings and emotions are 

not considered to be acceptable data. In positivist research therefore subjective data is 

avoided whereas in interpretivist research subjective data is valued. Two arguments 

are put forward in defence of the criticisms levelled against social science research. 

Cohen and Manion (1989:43) argue that ‘...when we speak of social research, we have 

in mind the systematic and scholarly application of the principles of a science of 

behaviour to the problems of man within his social context’. So although social science 

researchers do not subscribe to the same notion of ‘knowable truth’ that positivist 

researchers claim, systematic and scholarly principles are still applied. Furthermore, 

Baudrillard (cited by Norris, 1990:169) provides a defence against the criticism arguing 

that ‘...’science’ itself is just a name we attach to certain modes of explanation’ 

therefore, I suggest that it is unreasonable to assume that interpretive research is not 

‘scientific’. I would also ask whether we need to be concerned with the term ‘scientific’ 

at all or whether we should be more concerned with valuing the appropriateness of the 

research methods to its purpose and the rigour with which it is undertaken to evaluate 

the validity of the research findings. I assert that this study is scholarly and rigorously 

systematic.

As well as the criticism that may be levelled at this research in relation to the 

interpretivist paradigm, grounded theory also has its critics. It has been accused of 

suffering epistemic-dualism. This is particularly levelled at the methods of coding and 

categorisation which, it is suggested, appear to be indicative of a pragmatic, positivist 

approach (see p40). In response to this accusation Glaser and Strauss (1967) do not 

deny the pragmatic influence, but instead draw attention to how the practical benefits 

derived from grounded theory are in effect due to its pragmatic approach. As well as 

those that stand against the grounded theory methodology, there are also tensions 

amongst its supporters. The tension stems from a difference of opinion between the 

two originators of grounded theory, Glaser and Strauss, and relates to the question of 

theoretical sensitivity. Glaser (1998:3) insists that ‘being honest and true to the data is 

paramount’ as it is the basis for theoretical sensitivity. Strauss and Corbin (1998:182) 

however claim that macro and micro conditions should be brought into play, using their 

conditional/consequential matrix as a tool for analysing these conditions. Glaser (cited 

by Goulding, 2002:88) condemns this approach suggesting that this is ‘forcing the 

data’. I resolved this tension for myself by agreeing that the consideration of external 

factors may be helpful to contextualise the emergent theory and its potential for 

practical application. I am not alone in this belief and find comfort in Bruner (1990: 32- 

33) when he states ‘....scientific psychology will fare better when it recognises that its
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truths about the human condition are relative to the point of view that it takes forward 

that condition....The central concept of human psychology is meaning and the process 

and transactions involved with the construction of meaning’. In essence, meaning is 

constructed by a process where patterns inherent in the culture’s symbolic systems 1its 

language and discourse modes, the forms of logical and narrative explication, and the 

patterns of mutually dependent communal life’ (Bruner 1990:33) are embedded and 

learned by the society’s participants. I have concluded from my personal experiential 

introduction to grounded theory that it is a complex methodology and that any 

researcher adopting this approach will need to resolve this issue for themselves.

I have previously mentioned in this section that I do not claim that the research findings 

are generalisable as they represent the participants’ socially constructed meanings. 

They do, however, represent a social consensus derived from the participants. Another 

contributing factor is the limitations of the sample, which cannot claim to be 

representative in a traditional sense. However, as Denscombe (2003:110) suggests, 

there is no need for representative sampling (referring here to a representative 

population sample of respondents traditionally found in quantitative research) in order 

to support the claim for generalisability. Furthermore, random sampling is rarely useful 

in selecting focus group participants (Morgan, 1997:35) and therefore not deemed 

necessary for this study. Instead, grounded theory calls for theoretical sampling as 

described by Strauss and Corbin (1998:214) who propose ‘When building theory 

inductively, the concern is with representativeness of concepts and how concepts vary 

dimensionally’. They go on to say ‘We are looking for events and incidents that are 

indicative of the phenomena and are not counting individuals or sites per se, each 

observation, interview or document may refer to multiple examples of these events’.

In theoretical sampling groups are chosen based on need and where the researcher is 

most likely to find the information relating to the general phenomenon and latterly in 

relation to the emergent themes or codes as the research develops (Goulding, 

2002:67-68). It was appropriate therefore to access participants in the post-compulsory 

education institutions I worked at as this was the context for the topics being explored. I 

did however also take the research outside of the institutions by accessing participants 

through appropriate conferences. This met the recommendation for external reviewers 

to consider the data and offer interpretations in order to check consistency (Riley; cited 

by Goulding, 2002:89) as well as returning to the original participants for their opinions 

on the developing theory in the early stages of collection, interpretation and 

abstraction.

As well as the range of participants in this study being limited, so too was the number 

of participants. The first questionnaire for example was sent to 300 and 67 were
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returned. Out of those responses there were 22 students who agreed to take part in the 

forthcoming focus groups of which 11 were continuing their studies at the college the 

following year. Of those 11 students continuing their studies, 5 subsequently attended 

the focus group meetings. The second questionnaire was made available on the 

student intranet and had the potential to attract 1500 responses and 73 responses 

were received. Due to a number of circumstances leading up to the distribution of the 

questionnaires it meant that in both cases they were sent out (or made available in the 

case on the online version) at the end of the academic year. The unfortunate timing 

meant that many students had already completed their academic year and were no 

longer attending college. Furthermore, in both cases the personal tutors were relied 

upon to inform students of the questionnaire activity and it is unclear how many tutors 

managed to do this. However, this inquiry did not rely wholly on data from the 

questionnaires alone. The questionnaire data was a starting point from which further 

generative data gathering and theory building began. Additional data from the focus 

groups continued the cyclical and multileveled approach to data collection and analysis 

(see p45), until theoretical saturation has occurred (see p42), as required in grounded 

theory. The focus groups were also limited in number. There were sixteen focus group 

meetings held during the research activity. As there were only a few highly dispersed 

participants available to meet at any one time it was better to run several smaller 

groups (Morgan, 1997:40). Morgan further suggests that projects should consist of 

three to five groups, claiming that more groups seldom generate new meaningful 

insights. The focus groups in this study comprised of between 5 and 12 participants on 

each occasion and it was not guaranteed that the same participants would attend each 

time as peoples’ availability varied. That said, I return to the argument that the 

grounded theory methodology relies on theoretical sampling and not participant 

sampling. It is a question of the appropriateness of the participants not the number of 

them.

A multi-method approach (Morgan, 1997:2) was adopted for this study that combined a 

number of data collection activities. This approach strengthens the research by 

balancing out some of the differing strengths and weaknesses of each method (Gray, 

2004:33). Social scientists have abandoned the choice between qualitative and 

quantitative research and instead are focussing on the problem of which methods to 

use at what point (Cohen & Manion 1989:42). In addition to the questionnaires, data 

collection methods used in the focus group meetings were discussion, visual 

exploration and Logo Visual Technology. Individual stories were also used in the 

exploration of feelings and emotions at play. It could be argued that the individual 

stories do not create shared meaning through social discourse however Glaser 

(1998:8) proposes that 'All is data’ arguing that pre-supposing what data should be
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used restricts the generative aspect of the process. I would not expect the participants 

who entrusted me with these very personal stories to make them known publicly during 

a focus group meeting, which is why they were written and shared privately, and why I 

made a point of presenting the stories anonymously in this thesis. Furthermore, I 

defend the use of individual personal stories in this study, as without the rich illustration 

they have brought to the exploration of feelings and emotions in the tutoring 

relationship, the impact of the tutoring relationship on the student and the importance of 

recruiting appropriately to the tutoring role would not be as clearly understood. I also 

acknowledge that the use of the researcher’s own personal stories has been criticised 

as self-indulgent as Mykhalovskiy's (contributing to Hertz 1997:229-251) found (see 

p58). Megginson (2001:8) challenges, albeit with caution, the criticism of using one’s 

own story in research, proposing that our personal stories can serve as a prime 

example of the phenomenon we wish to study. Moustakas (1990:17) also supports the 

value of self-disclosure to enhance understanding. Sharing my own personal story with 

the participants who engaged in the same personal revelations demonstrated mutual 

respect, as well as contributing data to the study. The process of writing my story also 

enabled me to explore facets of my a priori, and to contest my prior assumptions as 

part of my own learning journey during this study.

9.3 Summary

The grounded theory methodology has worked well to explore and articulate the shared 

perceptions of the research participants. As any type of data is acceptable in grounded 

theory (see p49) it has been possible for me to use imaginative data collection methods 

such as visual exploration and Logo Visual Technology (see pp55-56), which I used to 

enthuse participants taking part in focus groups activities. The freedom to use any type 

of relevant data allowed me to explore the importance of the tutoring relationship 

through personal stories. This aspect had not featured in the inquiry’s original 

objectives but was an emergent theme I discovered and subsequently explored, due to 

the inductive nature of grounded theory. The grounded theory methodology has also 

worked well to originate inductive theory that has practical relevance to managers and 

practitioners in the field due, in part, to the practical experiences and professional 

understandings participating tutors contributed to the research and to the developing 

theory.

Three contributions to knowledge have emerged from this inquiry:

1) The ‘Heuristic Framework for Tutorial Provision’ (Appendix 19) contributes to 
bringing clarity to the nature and purpose of tutorial provision, whilst 
acknowledging its complexity.

2) The ‘Archetype of the Personal Tutoring Role’ (Appendix 27) acknowledges 
the various ‘Functions’ tutors believe they are undertaking as personal tutors 
and the attitudes that underpin their view of the personal tutoring role.
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3) The Theoretical Model of Tutoring Styles’ (see pp134-135) provides a means 
by which tutors can understand the impact of their tutoring practice by 
exploring their ideology of teaching and style of interaction.

The theoretical contributions arising from this inquiry are presented ‘as it is today’.

Furthermore, based on the interpretive nature of this inquiry, the findings are presented

as the research participants’ shared perceptions, arrived at through socially

constructed meanings. It is not claimed that this research provides conclusive answers,

nor should it, for as Garvey and Aired (2000) point out, in a complex system there may

not be a ‘right’ answer. A number of previous researchers referred to in this study (see

p66) have cited the lack of definition of tutorial provision for holding back tutorial

development. This study has found however that due to the complex nature of tutorial

provision, to seek one definition would be reductionary and does not allow for flexibility

or differentiation in design. This would negate attempts to meet the needs of different

student cohorts in varying post-compulsory education institutions. In other words, a

‘one fits all’ approach arising from a fixed definition would not serve to meet the

objectives of tutorial provision. For this reason the ‘Heuristic Framework for Tutorial

Provision’ clarifies the objectives of provision without prescribing how those objectives

should be met. The same ethos applies to the Model of Tutoring styles. The importance

for tutors to retain ownership over their professional judgement in managing tutoring

relationships is acknowledged in the way tutors are encouraged to use the model as a

reflective tool. The objective is not to impose how tutors should undertake the role, but

to recognise that tutoring is a socially constructed relationship and therefore different

approaches or ‘Styles’ could be adopted. For this reason the model is presented as a

tool for tutors to explore their current practice, the potential impact their current practice

may have on students, and how their tutoring practice may be further developed.

I fully expect that as the tutoring community debate these contributions they will be 

adapted to reflect newfound insights. Saying this however is not to detract from the 

value of these contributions in bringing together and making sense of what the 

participating students’ and tutors’ current expectations are, and in providing the 

theoretical models for the tutoring community to test and modify.

It is my hope that the findings from this research will move tutorial development forward 

from its current hiatus and contribute to raising the profile of this important and complex 

provision. I also hope to see this research instigate debate around professionalizing the 

personal tutoring role and developing ethical standards, to benefit both students and 

tutors alike.

157



References
Bagdonas. A. (2003) The pupils’ stress and fear: the content and peculiarity o f the expression in 
the context o f educational system. Paper presented at the European Conference of Educational 
Research, University of Hamburg 17-20 September 2003.

Barnes, D. (1992) From Communication to Curriculum’ (2nd Edition). Portsmouth: Boynton/Cook 
Publishers, Heinemann.

Barnes, D and Shemilt, D. (1974) Transmission and Interpretation. Educational Review, Vol. 26, 
pp213-228, University of Leeds Institute of Education.

Baudrillard, J. (1977) Oublier Foucault (Paris: Editions Galilee) Trans. Nicole Dufresne, 
‘Forgetting Foucalt’, Humanities in Society No.3 (Winter 1980), pp87-111

Behar, R. (1993) Translated Woman: Crossing the Border with Esperanza’s Story. Boston: 
Beacon.

Bell, J. (1999) Doing Your Research Project: A guide for first-time researchers in education and 
social science (3rd edition). London: Open University Press.

Bentley, T. (1998) Learning beyond the classroom: education for a changing world. London: 
Routledge.

Berger, P.L, Luckmann, T. (1972) ‘The Social Construction o f Reality: A Treatise in the 
Sociology o f Knowledge’. New York: Anchor Books.

Best, B., Blake, A., Varney, J. (2005) Making Meaning: Learning through logovisual thinking. 
London: Chris Kingston Publishing.

Best, R., Lang, P., Lodge, C. and Watkins, C. (eds) (1995) Pastoral Care and Personal-Social 
Education: Entitlement and Provision. London: Cassell

Bohm, D. (1985) Unfolding Meaning: a weekend o f dialogue with David Bohm, New York: Ark 
Paperbacks,

Bottery, M. (2000) Education, Policy and Ethics. London: Continuum.

Bramley, W. (1977) Personal Tutoring in Higher Education. University of Surrey: Society for 
Research into Higher Education.

Bruner, J. (1990) Acts o f Meaning. Harvard University Press, USA.

Burns, R.B. (2000) Introduction to Research Methods. London: Sage.

Byrne, D. (1998) Complexity Theory And The Social Sciences: An Introduction. London: 
Routledge.

Calvert, M., and Henderson, J., (1998) Managing Pastoral Care. Cassell Studies in Pastoral 
Care and Personal and Social Education. London: Cassell.

Calder, B.J. (1977) Focus groups and the nature of qualitative marketing research. Journal o f 
Marketing Research, 14, 353-364.

Cantors, L., Roberts, I. and Pratley, B. (1995) A guide to Further Education in England and 
Wales. London: Cassell.

Charmaz, K. (1995) 'Grounded Theory' in J. A Smith, R. Harre & L.V. Langenhove (eds) 
Rethinking Methods in Psychology. London: Sage

Clutterbuck, D. (1998) Learning Alliances: tapping into talent. Institute of Personal 
Development.

158



Cohen, L., Manion, L., Morrison, K. (1989) Research Methods in Education (3rd Edition). 
London: Routledge Falmer.

Cohen, L., Manion, L., Morrison, K. (2000) Research Methods in Education (5th Edition). 
London: Routledge Falmer.

Coleman, M., and Briggs, R.J. (2002) Research Methods in Educational Leadership and 
Management. London: Sage.

Cooper, M., Hough, M. and Loynd, C. (2005) Scottish secondary school teachers’ attitudes 
towards, and conceptualisations of, counselling. British Journal of Guidance and Counselling, 
Vol. 33, No. 2, May 2005.

Creswell, J. W. (1994) Research D esign: Qualitative and Quantitative Approaches.Thousand 
Oaks, CA: Sage

CVCP (1998) The Committee of Vice Chancellors and Principals of the Universities of the UK. 
From Elitism to Inclusion: Good practice in widening access to higher education, London: 
CVCP.

Dixon, N. M. (1998) Dialogue at Work. London: Lemos and Crane.

Denscombe, M. (2003) The Good Research Guide For Small Scale Research Projects (2nd 
edition). Maidenhead: Open University Press.

Devault, M. L. (1997) Personal Writing in Social Research: issues o f production and 
interpretation, in Hertz, R. (1997) 'Reflexivity and Voice'. London: Sage Publications.

Denzin N. K., and Lincoln, Y.S. (2003) Collecting and Interpreting Qualitative Data (2nd Edition). 
London: Sage.

Diem-Wille, G. (1996) ‘Femininity and Professionalism: a psychoanalytical study of ambition in 
female academics and managers in Austria’, in D.F. Good, M. Grandner and M. Maynes (eds), 
Austrian Women in the Nineteenth and Twentieth Centuries. Providence and Oxford: Berghan 
Books.

Dilthey, W., (1957) Das Erlebnis und die Dichtung. 13th ed. Stuttgart: B. G. Teubner.

Earwaker, J. (1992) Helping and Supporting Students. Buckingham: The Society for Research 
into Higher Education & Open University Press.

Egan, G. (2002) The Skilled Helper: A Problem-Management and Opportunity Development 
Approach to Helping (7th edition). London: Thomson Learning.

Emmison, M., and Smith, P. (2000) Researching the Visual: Images, Objects, Contexts and 
Interactions in Social and Cultural Inquiry. London: Sage.

Fertig, M. (2003) Managing Tutorial Provision in Further Education. Paper presented at the 
Annual Conference of the British Educational Research Association, Heriot-Watt University, 
Edinburgh.

Fontana, A. and Frey, J. (1994) ‘Interviewing: the art of science’, in N. Denzin and Y. Lincoln 
(eds), The Handbook o f Qualitative Research. Thousand Oaks, CA: Sage.

Garvey, B., and Aired G. (2001) Mentoring and the Tolerance o f Complexity. Future 33, 519- 
530, Elsevier Science.

Gill, J. and Johnson, P. (1997) Research Methods for Managers (2nd edition). London: Paul 
Chapman.

Gill, J. and Johnson, P. (2002) Research Methods for Managers (3rd edition). London: Sage.

159



Glaser, B.G. (1978) Theoretical Sensitivity. California: Sociology Press.

Glaser, B.G. (1992) Basics o f Grounded Theory Analysis: Emergence v Forcing. Mill Valley, CA, 
Sociology Press

Glaser, B.G. (1998) Doing grounded theory: issues and discussions. California: Sociology 
Press.

Glaser, B.G. (1999) The Future of Grounded Theory. Qualitative Health Research, Volume 9, 
pp 836-845. Sage.

Glaser, B.G. (2004) Remodelling Grounded Theory. Forum: Qualitative Social Research. Vol. 5, 
No.2, Art. 4, May 2004.

Glaser, B.G. and Strauss, A.L. (1967) The Discovery o f Grounded Theory: Strategies for 
Qualitative Research. New York: Aldine de Gruyter.

Goleman, D. (1996) Emotional Intelligence: Why it can matter more than IQ. London: 
Bloomsbury.

Gray, D.E. (2004) Doing Research In The Real World. London: Sage.

Goulding, C. (2002) Grounded theory, A practical guide for management, business and market 
researchers. London: Sage.

Halsey, A.H. (1991) Decline o f Donnish Dominion. Oxford: Clarendon.

Hamblin, D.H. (1986) A Pastoral Programme. Oxford: Basil Blackwell.

Hargreaves, A. (1978) The significance of classroom coping strategies’ in Barton, L. and 
Meighan, R .,Sociological Interpretations o f Schooling and Classrooms’. Driffield: Nafferton.

Heron, J. (1992) Feeling and Personhood. London: Sage.

Hertz, R. (1997) Reflexivity and Voice. London: Sage.

Hunt. J.G. and Ropo, A. (1995) ‘Multi-level leadership: grounded theory and mainstream theory 
applied to the case of General Motors.’ Leadership Quarterley, 6 (3): 379-412.

Janesick, V.J. (1998) "Stretching” Exercises for Qualitative Researchers. London: Sage.

Jarvis, P. (1992) Paradoxes o f Learning: on becoming an individual in society. San Fransisco: 
Jossey Bass.

JM Consulting (2004) The costs o f widening participation (a report to HEFCE)

Kimle, P.A. and Damhorst, M. (1997) ‘A grounded theory model of the ideal business image for 
women’, Symbolic Interaction, 20 (1): 45-68.

King, G. (1999) Counselling Skills For Teachers: Talking Matters. Buckingham: Open University 
Press.

Kondo, D.K. (1990) Crafting Selves: Power, Gender, and Discourses o f Identity in a Japanese 
Workplace. Chicago: University of Chicago Press.

Lago, C. and Shipton, G. (1994) Personal Tutoring in Action: a handbook for s ta ff who work with 
and support students. Sheffield: Sheffield University Counselling Service.

Lago. C, and Shipton. G. (1999) Personal Tutoring in Action (2nd edition) revised and updated 
by Lago, C. and Meah, S. Sheffield: Sheffield University Counselling Service.

Lang, J.W. (1996) ‘Strategic alliances between large and small high-tech firms’, International 
Journal o f Technology Management, 12 (7/8): 796-807.

160



Lang, P., and Marland, M. (1985) New Directions In Pastoral Care. Blackwell in association 
with NAPCE and ESRC.

LeCompte, M., and Preissle, J. (1993) Ethnography and Qualitative Design in Education 
Research. (2nd Ed.) London: Academic Press.

Leeuwen, T. V., and Jewitt, C. (2001) Handbook o f Visual Analysis. London: Sage.

Lincoln, Y.S. and Guba, E.G. (1985) Naturalistic Inquiry. Beverley Hills: Sage Publications.

Locke, K. (2001) Grounded Theory in Management Research. London: Sage

Lublin, J. (1998) Conducting Tutorials. Higher Education Research and Development Society of 
Australasia, University of New South Wales.

McKernon, J. (2000) Curriculum Action Research (2nd edition) London. Kogan Page.

McMahon, T. (1985) Developing Tutoring Skills, Supporting a sta ff development programme. 
Further Education Unit, Thurrock Technical College, Milton Keynes: Stewkley Press.

McPherson, M.B., Kearney, P. and Plax, T.G. The Dark Side of Instruction: Teacher Anger as 
Classroom Norm Violations. Journal o f Applied Communication Research, Vol 31, No. 1, 
February 2003, page 76-90.

Maher, P. and Best, R. (1984) Training and support for Pastoral Care. NAPCE. Manpower 
Services Commission 1984: TVEI Review 1984. Manpower Services Commission.

Martinez, P. and Munday F. (1998) 9,000 Voices: student persistence and drop-out in further 
education. London: Further Education Development Agency.

Megahy, T., (1998) ‘Managing the curriculum: pastoral care as a vehicle for raising student 
achievement’ in Calvert, M., and Henderson, J., Managing Pastoral Care. Cassell Studies in 
Pastoral Care and Personal and Social Education. London: Cassell.

Megginson, D. (2001) New directions In Action Learning: Research as Personal Unfolding. 
Salford: The Revans Institute for Action Learning and Research.

Meighan, R. (1986) A Sociology o f Educating (2nd edition). London: Holt, Rhinehart and 
Winston.

Mintzberg, H. (1980) Power In and Around Organisations. Englewood Cliffs, NJ: Prentice-Hall.

Morgan, D.L. (1997) Focus Groups as Qualitative Research (2nd edition) London: Sage.

Morrison, M., (2002) “What do we mean by education research?’ in Coleman, M., and Briggs, 
R.J. (2002) Research Methods in Educational Leadership and Management. London: Sage.

Moustakas, C. (1990) Heuristic research, design, method and application. London: Sage.

Mullins, L.J. (1989) Management and Organisational Behaviour (2nd edition). London: Pitman.

Myerhoff, B. (1978) Number Our Days. New York: Dutton.

Mykhalovskiy, E. (1996) ‘Reconsidering "Table Talk": Critical Thoughts on the relationship 
between Sociology, Autobiography and Self-indulgence' in Hertz, R, (1997) Reflexivity and 
Voice. London: Sage.

Nicolis, G. (1995) Introduction to Nonlinear Science, Cambridge: Cambridge University Press

Norris, C. (1990) What’s Wrong with Postmodernism: critical theory and the ends o f philosophy. 
London: Harvester Wheatsheaf.

161



Olssen, M. Codd, J. O’Neill, A. (2004) Education Policy: Globalisation, Citizenship and 
Democracy. London: Sage.

Palmer R. E. (1969) Hermeneutics. Evanston: Northern Western University Press.

Parry, K.W. (1998) Grounded Theory and Social Process: a new direction for leadership 
research’, Leadership Quarterly, 9 (1): 85-105

Rennie, D.L. (1998) ‘Grounded theory methodology: the pressing need for a coherent logic of 
justification’, Theory and Psychology, 8 (1): 101-19.

Riley, R. (1996) ‘Revealing socially constructed knowledge through quasi-structured interviews 
and grounded theory analysis’, Journal o f Travel and Tourism Marketing, 15 (2): 21-40.

Rippon, J., Martin. M., (2003) Supporting Induction: relationships count. Mentoring and Tutoring, 
Vol. 11, No. 2,pp 211-222, August 2003.

Rist, R. (1977) ‘On understanding the process of schooling: the contribution of labelling theory’ 
in Karabel, J. and Halsey, A., Power and Ideology in Education. New York: Oxford University 
Press

Robson, C. (2002) Real World Research (2nd edition). Oxford: Blackwell.

Rogers, C. (1969) Freedom to Learn for the 80’s. New York: MacMillan.

Rosaldo, R. (1989) Culture and Truth: Renewing the Anthropologist’s Search for Meaning. 
Boston: Beacon.

Sapford R., Jupp, V. (1996) Data Collection and Analysis. The Open University, London: Sage.

Shostak, M. (1981) Nisa, the Life and Words o f a !Kung Woman. Cambridge, MA: Harvard 
University Press.

Strauss, A., Corbin, J. (1997) Grounded Theory in Practice. London: Sage.

Strauss, A., Corbin, J. (1998) Basics o f Qualitative Research (2nd edition). London: Sage.

Stead, R. (1997) Mentoring young learners: does everyone really need a mentor? Education & 
Training, Volume 39, No. 6, pp 219-224.

Stebbins, R.A. (2001) Exploratory Research in the Social Sciences. Sage University Paper 
series on Qualitative Research Methods, Vol. 48, Thousand Oaks, CA: Sage.

Tapper, T. and Salter, B., (1992) Oxford, Cambridge and the Changing Idea o f the University. 
Buckinghamshire: SRHE/Open University Press.

Thomas, L. and Hixenbaugh, P. (2006) Personal Tutoring in Higher Education. Stoke on Trent: 
Trentham Books.

Thompson, M. (1999) Ethical Theory. London: Hodder & Stoughton.

Tilleman, H. H. (1997) Stability and Change in Student Teachers’ beliefs. International Journal 
o f Qualitative Studies in Education, Vol 7 (1), pp 65-72.

Turner, B. (1981) ‘Some practical aspects of qualitative data analysis: one way of organising the 
cognitive process associated with the generation of grounded theory’, Quality and Quantity, 15: 
225-47

Turner, B. (1988) ‘Connoisseurship in the study of organisational cultures’, in A. Bryman (ed.), 
Doing Research in Organisations. London: Routledge.

Universities UK (2002) Social Class and Participation. London: CVCP.

162



Walford, G. (1994) Choice and Equity in Education. London: Cassell 

Walliman, N. (2006) Social Research Methods. London: Sage.

Watkins, C. (2001) Comprehensive guidance program in an international context. Professional 
School Counselling 4:(4), pp. 262-269.

Wheeler, S. and Birtle, J. (1993) A Handbook for Personal Tutors. The Society for Research 
into Higher Education and Open University Press.

Williams, E.A. and Prestage, S.A. (2002) The Induction Tutor -  Mentor, Manager or Both? 
Mentoring and Tutoring, Vol.10, No.1, pp35-46.

Wootton, S., (2002) Encouraging Learning or Measuring Failure? Points For Debate. Teaching 
in Higher Education Vol. 7, No. 3, Taylor & Francis.

Wright, N. (2000) ‘Mangerialism, “bastard” leadership and implications for democracy’. 
Unpublished paper. University of Hull.

Zeller, R.A. (1993) Combining qualitative and quantitative techniques to develop culturally 
sensitive measures. In D.G. Ostrow and R.C. Kessler (eds.), Methodological issues in AIDS  
behavioural research (pp. 95-116). New York: Plenum.

Government Publications

DfES. (2005) 14-19 Education and Skills Summary. 14-19 Sum/D16(6024)/0304/23. 
Nottingham: DfES.

DfES. (2006) Further Education: Raising Skills, Improving Life Chances. Cm.6768. London: The 
Stationery Office.

DfES. (2006) 2020 Vision: Report o f the Teaching and Learning in 2020 Review Group’. 
London: The Stationery Office

DfES. (2007) Personalising Further Education: Developing a Vision. DfES Pers01. Sheffield: 
DfES.

HEFCE (2006) Widening participation: a review. London: Higher Education Funding Council for 
England.

HMSO (2006) Prosperity for all in the global economy -  world class skills. London: The 
Stationery Office.

Ofsted. (2004) Why Colleges Fail. HMI 2048. London. HMCI.

Ofsted. (2004) Why colleges Succeed. HMI 2049. London. HMCI.

Ofsted. (2005) Developing a coherent 14-19 phase o f education and training, HMI 2442, [online] 
available at http://www.ofsted.qov.uk/assets/4089.Ddf

Ofsted. (2006) Handbook For Inspecting Colleges. HMI 2651. London: HMCI.

QCA (2007) The Specialised Diploma. QCA/06/2986. London: QCA.

QIA (2007) Pursuing Excellence: the National Improvement Strategy for the further education 
system. Coventry: QIA.

163

http://www.ofsted.qov.uk/assets/4089.Ddf


Table of Figures
Figure 1: OFSTED Inspection Key Questions Mapped Against Every Child Matters Themes... 27

Figure 2: Chronological Record o f Empirical Research Activities............................................... 46

Figure 3: Pattern o f Higher Education Student Respondents..................................................... 51

Figure 4: Pattern o f Further Education Student Respondents.................................................... 52

Figure 5: Logo Visual Technology Process and Grounded Theory Coding................................ 57

Figure 6: Higher Education Students Reasons for Not Attending Group Tutorial....................... 67

Figure 7: Higher Education Students' Perceptions o f Group Tutorial......................................... 68

Figure 8: Higher Education Students' Study Skills Concerns..................................................... 69

Figure 9: Higher Education Students’ Pattern o f Attendance for Individual Tutorial................... 70

Figure 10: Further Education Students' Perceptions o f Group Tutorial Compared With Initial 
Themes........................................................................................................................................ 74

Figure 11: Further Education Students' Perceptions o f Individual Tutorial Compared With Initial 
Themes........................................................................................................................................ 74

Figure 12: Further Education Students Reasons for Attending Group Tutoria l.......................... 77

Figure 13: Further Education Students' Perceptions o f the Effect o f Group Tutorial.................. 77

Figure 14: Comparison o f Further and Higher Education Group Tutorial Themes..................... 79

Figure 15: Comparison o f Further and Higher Education Individual Tutorial Themes............... 79

Figure 16: Comparison o f Tutor Focus Group Findings Relating to Tutorial P rovision ............. 82

Figure 17: Aspects o f Tutorial Provision Allocated to Group and Individual Tutorial.................. 86

Figure 18: Students' and Tutors' Perceptions o f Function Compared..................................... 115

Figure 19: Students' and Tutors’ Perceptions o f Skills Compared........................................... 116

Figure 20: Students' and Tutors' Perceptions o f Knowledge Compared................................. 117

Figure 21: Students' and Tutors' Perceptions o f Attitudes Compared..................................... 118

Figure 22: Students' and Tutors' Perceptions o f Personality Compared................................. 119

Figure 23: An Archetype o f the Personal Tutor Role and Attributes..........................................120

Figure 24: Barnes and Shemilt Transmission and Interpretation Ideologies.............................130

Figure 25: Hypothetical Reconstruction o f Transmission and Interpretation Ideologies........... 131

Figure 26: Conceptual Model o f Tutoring Styles........................................................................132

Figure 27: Revised Model o f Tutoring Styles Incorporating Teacher Ideologies and Styles o f 
Interaction...................................................................................................................................133

Figure 28: Exploratory Model o f Tutoring Styles........................................................................134

Figure 29: Analysis o f Skills Attributable to Tutoring Styles.......................................................139

Figure 30: Analysis o f Knowledge Attributable to Tutoring S ty les .............................................140

Figure 31: Analysis o f Personality Attributable to Tutoring S ty les .............................................141

Figure 32: Analysis o f Attitudes Attributable to Tutoring S tyles .................................................142

164



List of Appendices
Appendix 1 

Appendix 2 

Appendix 3 

Appendix 4 

Appendix 5 

Appendix 6 

Appendix 7 

Appendix 8 

Appendix 9 

Appendix 10 

Appendix 11 

Appendix 12 

Appendix 13 

Appendix 14

Appendix 15 

Appendix 16 

Appendix 17

Appendix 18 

Appendix 19 

Appendix 20

Appendix 21

Appendix 22

Appendix 23 

Appendix 24

Appendix 25

Appendix 26

Appendix 27 

Appendix 28

Higher Education Student Questionnaire 

Further Education Student Questionnaire

Tutors’ Visual Exploration of their Perceptions of an ‘Ideal’ Personal Tutor

Photograph of LVT Boards Being Used

Example of Clustered Hexagons on an LVT Boards

Example of Literature Review

Higher Education Students’ Study Skills Concerns by Matriculation

Example of Ungrouped Data Transferred to LVT Software

Higher Education Students’ Perceptions of Group Tutorial

Higher Education Students’ Perceptions of Individual Tutorial

Further Education Students’ Perceptions of Group Tutorial

Further Education Students’ Perceptions of Individual tutorial

Further and Higher Education Students’ Perceptions of Group Tutorial Merged

Further and Higher Education Students’ Perceptions of Individual Tutorial 
Merged

Tutors’ Perceptions of Tutorial Provision (1st Institution, grouped)

Tutors’ Perceptions of Tutorial Provision (2nd Institution, grouped)

All Tutors’ and Students’ Perceptions of the Purpose of Tutorial Provision 
Compared

Students' Suggestions for Group Tutorial Content 

Heuristic Framework for Tutorial Provision

Tutors’ perceptions of the Personal Tutor Role, Skills and Attributes (May and 
July 2003)

Tutors’ perceptions of the Personal Tutor Role, Skills and Attributes (29th June 
2004)

Tutors’ perceptions of the Personal Tutor Role, Skills and Attributes (10th 
November 2004)

All Tutors Perceptions of Tutoring Role and Attributes Merged and Categorised

Higher Education Students’ Perceptions of the Personal Tutor Role and 
Attributes

Further Education Students’ Visual Exploration of their Perceptions of an ‘Ideal’ 
Personal Tutor

Analysis of Further Education Students’ Perceptions of the Personal Tutor Role 
and Attributes

An Archetype of The Personal Tutor Role Describing the Five Key Themes 

Exercise Exploring Tutor Attributes in Relation to Tutoring Styles

165



Appendix 1 
Higher Education Students’ Tutorial Questionnaire

1. Name: (Optional)     Male □ Female □

2. Course T itle :.................................................... .......... ....................... .........

3. HNC □ HND □ Degree □ 4. Current Year of Study: 1st □ 2nd □ 3rdD

5. Have you studied at ******* College prior to your present HE course?

FE Yes □ No □ HE Yes □ No □

6. Have you previously enrolled to a HE course and not completed?

At ******* College Yes □ No □ At another Institution Yes □ No □
If No to both of the above please go to Q8

7. What was the main reason for not completing your previous HE course?
Financial circumstances □
Personal circumstances □
Difficulties with the course □
Wrong choice of course □
Insufficient personal support at the institution □
Other, please specify.....................................................................................

8. Age at start of present course Under 21 □ 21+ □

9. Mode of Attendance: Full-time □ Part-time □ Distance Learning □

10. Place of Origin: Great Britain □
Living in home district □
Living away from home district □
International □ EU □
Please specify Country............. ..................................

11. Qualifications on Entry: GNVQ Advanced □
A level □
BTEC National Diploma □
International Equivalent □
HNC □
HND □
Access Qualification □
Other □

12. Do you have a Personal Tutor? Yes □ No □

13. Do you attend Individual Personal Tutorial sessions?
All □ Some □ None □
If ‘N one’ p lease go to Q20



14. Do Individual Personal Tutorials have an effect on your study 
experience?
Yes generally a positive effect □
Yes generally a negative effect □
No effect □

15. How often are the following aspects discussed during your Individual 
Personal Tutorial?

Often Sometimes Never
Academic progress □ □ □
Study skills □ □ □
Special needs □ □ □
Career progression □ □ □
Work experience □ □ □
Self improvement □ □ □
Financial problems □ □ □
Personal problems □ □ □
Other, please specify

16. Are you offered support for the problems identified during Individual
Personal Tutorial?

Yes No Sometimes
Academic progress □ □ □
Study skills □ □ □
Special needs □ □ □
Career progression □ □ □
Work experience □ □ □
Self improvement □ □ □
Financial problems □ □ □
Personal problems □ □ □
Other, please specify

17. Did you accept the support offered? Yes □ No □

18. If you could make one change to Individual Personal Tutorials what might 
it be?

19. What do you think is the best aspect of Individual Personal Tutorials?

Now please go to Q21.

20. Why do you not attend Individual Personal Tutorials?
I did not know they were available □
I do not know what they are for □
I do not find them useful □
Other, please specify ........................................................... .

21. Do you attend Group Tutorial Sessions? Yes □ No □ 
If ‘No’ please go to Q26



22. What matters are covered during Group Tutorial sessions?
Please feel free to tick more than one response.

Often Sometimes Never
Your experience on the course □ □ □
College-wide activities & information □ □ □
College-wide support services □ □ □
Study skills □ □ □
Career planning □ □ □
Work experience □ □ □
Other, please specify:.......................................... ....................................... .

23. Do you feel Group Tutorials have an effect on your study experience?
Yes generally a positive effect □
Yes generally a negative effect □
No effect □

24. If you could make one change to Group Tutorials what might it be?

25. What do you think is the best aspect of Group Tutorials?

Now please go to Q27

26. Why do you not attend Group Tutorials?

Group tutorials are not held on this course □ 
I did not know they were available □
I do not know what they are for □
I do not find them useful □
Other, please specify ..................................... .

27. What do you think is/are the main function(s) of an Individual Personal 
Tutorial? Please feel free to tick more than one response.
Academic Support □
Pastoral Care (personal welfare) □
Career guidance □
To plan for self improvement □
Other, please specify. ..................................................................... .

28. What do you think is/are the main function(s) of a Group Tutorial?
Please feel free to tick more than one response.
Academic Support □
Opportunity to discuss aspects of the course as a group □
To receive information about college activities □
To develop new academic skills □
To develop new personal skills □



Who do you feel should best undertake the role of Personal Tutor? 
Please feel free to tick more than one response.

Someone who:
Yes No

Has a particular responsibility for tutorial work □ □
Is not a member of the academic staff □ □
Possesses counselling skills □ □
Does not teach you on your course □ □
Is knowledgeable about your area of study □ □
Is not a member of the department in which you study □ □

Identify any particular difficulties you have encountered when joining and 
during your course and whether they have been overcome.

On joining During Overcorr
the course your studies

The application process □ □ □
Suitability of living accommodation □ □ □
Financial difficulties □ □ □
Acquiring course information □ □ □
Home sickness □ □ □
Making new friends □ □ □
Knowing whom to go to with a problem □ □ □
Social integration with others on the course □ □ □
Time management □ □ □
Self motivation □ □ □
Family commitments □ □ □
Combining paid employment with studying □ □ □
Lack of support for a learning difficulty □ □ □
Lack of support for an individual disability □ □ □

Which two of the following best describe your feelings when first starting
the course?
Confidence □
Trepidation/apprehension □ 
Excitement □
Disorientation □
Enthusiasm □
Anxiety □
Emotional □
Other, please specify.....................

Have you encountered any of the difficulties listed below?
Please feel free to tick more than one response.

On joining During
the course the course

Could not find classrooms □ □
Late for classes □ □
Inability to concentrate □ □
Considered leaving the course □ □
Impatient with speed of course progression □ □
Held back by fear of making mistakes □ □
Annoyed by others’ seeming lack of knowledge □ □
Peaked too early for tests/exams □ □



Tests/exams came “too soon” □
Afraid of not coping □
Other, please specify.....................................

33. In retrospect do you feel you were generally well prepared for the 
academic demands of a higher education course?

Yes □ No □
If Yes please go to Q35

34. In which areas did you feel particularly unprepared?
Please feel free to tick more than one response.
Subject of study □
Essay writing □
Report writing □
Communication skills □
Computer skills □
Presentation skills □
Level of numerical skills □
Spelling and grammar □
Organisational skills □
Problem solving □
Taking responsibility for own progress □
Working as part of a group □

35 Would you be prepared to take part in a short discussion session 
based on the outcome of this survey?

Yes □ No □

If yes, please provide your name.................................. ...............................

THANK YOU

□ 
□



Appendix 2
Further Education Students’ Tutorial Questionnaire

TUTORIAL QUESTIONNAIRE

Your chance to w in an HMV Voucher: 1st Prize £25, 2nd Prize £15, 3rd £10

How to enter:
1. Print out this questionnaire
2. Answer the questions as fully and honestly as possible (Please note your reply 

will be anonymous)
3. Hand it in at your Campus Reception by the end of Monday 27th June, the back 

page will be removed when you hand it in and entered into the draw.

The draw will take place on Thursday 30th June. Names of winners will be posted on the
Student Intranet and at each Campus Reception on Friday 1st July.

1. Full Course T itle :.............................................. ....................................................................

2. Current Year of Study: 1st □ 2nd □ 3rdD Attendance: Full-time □ Part-time □ 

Age: 14-15 □ 16-20 □ 21+ □ Gender: Male □ Female □

3. Do you feel Individual Tutorials help you on your course? Yes □ No □ 

Because:....................................................................................................................................

4. What do you think Individual Tutorial is for? 

Comments:..................................................

5. Do you attend all the Individual Tutorials you are offered? Yes □ No □ 

Because:..........................................................................................................

6. List the sort of things you like to be able to talk about during Individual Tutorial

a ).......................................................................  e)..... ....................... ...........................

b ).....................................................................  f) .......................................................

c ).................................................................  g)................................ ...................

d )........................................................................  h)...... .................................................

7. Have you talked about additional support during your Individual Tutorial?
Yes and I have received some support □
Yes but I do not want support □
No but I would like to talk about it □
No and I do not want to talk about it □

8. The best things about Individual Tutorials for me a re :................. ..............................



9. Is it important for you to feel you get on well with your Personal Tutor?

Yes □ No □ Because..................................................................................................

10. If you could change anything about Individual Tutorials what would it be?

11. Group Tutorials are held: Weekly □ Fortnightly □ Monthly □ One per term
□
and I think this is: Too Often □ Not Often Enough □ Just Right □

12. Do you attend all the Group Tutorial sessions on your timetable? Yes □ No □

Because:......................................................................................................... ..........................

13. List the kinds of things you would like your tutor to cover in Group Tutorials

a )..................................................................  e)...........

b )..............................................................  f)............

c )............................................................  g)..........

d ).............. ...................................................  h)..........

14. Do you feel Group Tutorials help with your learning?
Yes, they do help □
No, they do not help □
They do not make a difference either way □

15. What are the best things about Group Tutorials for you?

16. If you could change anything about Individual Tutorials what would it be?

17. What do you think Group Tutorials are for? 

Comments:......................... ................................



I have had problems these issues whilst at college:
A lot A little bit Not at all

The application process □ □ □
Financial difficulties □ □ □
Getting course information □ □ □
Making new friends □ □ □
Knowing who to go to with a problem □ □ □
Lack of support for an individual disability □ □ □
Getting on with others on the course □ □ □
Time management □ □ □
Lack of study skills support □ □ □
Getting motivated □ □ □
Handing work in on time □ □ □
Family commitments □ □ □
Balancing paid work and attending classes □ □ □
Lack of support for a learning difficulty □ □ □

You can add other things if they are not in this list:

1 am/have been worried about these during my course: (tick as many as you like)
Some subjects on my course □
Essay writing □
Report writing □
Communication skills □
Asking for help with course content □
Computer skills □
Presentation skills □
Maths or numeracy □
Starting assignments □
Spelling and grammar □
Getting myself organised □
Problem solving □
Taking responsibility for own progress □
Working as part of a group □
Please feel free to add others if they are not found on this list:.........................



TUTORIAL QUESTIONNAIRE

Your Entry into the Prize Draw 

THANK YOU for taking part and good luck with the prize draw.

Would you like to join the Student Tutorial Forum next year to influence the type of 
tutorial college provides.

Yes □ No □

N am e:......................................................................................... Student ID No..................................

Names of the lucky winners will be posted on the Student Intranet on Friday 1st July 2005 
and will be available for collection at College Reception on production of your Student 
Card.

The prize draw entry will be sent to the Tutorial Manager

Your anonymous completed questionnaire will be sent to xxxxxxxx, PA to the Vice 
Principle of Teaching & Learning



Appendix 3

Tutors’ Visual Exploration: Perceptions of an Ideal Personal Tutor



Appendix 4

Photograph of Tutors Using Logo Visual Technology Boards



Appendix 5

Example of Clustered Hexagons on an LVT Board________
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Appendix 7

Higher Education Study Skills concerns by Matriculation

□ □ □ □

o
o

o
05

o
00

or̂ -

o
CO

oID

o

o
CO

o
CM



Appendix 8

Example of Ungrouped Data Transferred to LVT Software

Recognise 
Strengths and 
w eaknesses

Overview of 
student progress 

(or lack of)

Personal Health 
and W elfare

Assessment
procedures

Study/common 
skills support

Personal ProblemsInduction academ ic support

Pointing students 
to less obvious 

solutions

Advice/guidance 
on sexual health, 
drugs, finance etc

Finding student 
weaknesses

Create awareness  
of college support

Understanding the 
course

Academic Course related info

Addressing
personal/group

issues

C areer direction 
and planning

Listen to student 
anxieties

Problem Solving Constructive Motivation Careers Guidance Sympathetic

First step in 
Guidance - 
counselors

Being a fliter for 
(solvable) 
problems

To  exchange  
course information

Bonding Action Planning Sounding board Pastoral

Representing  
students 

ideas/problems to 
academ ic tutors

To help students 
understand their 
progress better 
(work related)

Assignment 
discussion & 

advice

Student
Employment

Academic Portfolio Building Common Skills Future
Employment

P PD Personal and 
professional 
development

Recognising 
Strengths and 
W eaknesses

Creative
Developm ent

Discussing - 
students issues

Group discussion

To  support 
students to achieve  

their goals

Understand the 
student better

To  practice and 
develop study skills

Psychologist 
supportive position

To 'hold' students 
(retention)

General W elfare Academ ic Support Procedure

To prepare for 
career/life after 

college

Develop
student/staff
relationship

Offer support if 
problems occur

To  develop  
interpersonal skills

Monitoring
progress

Listening

To  help students in 
confidence

Confidence
Building

Personal time for 
them to talk

To help students 
clarify their goals

Develop a  
cohesive group

Confidential Tracking Progress Portfolio Building



Appendix 9

Higher Education Students’ Perceptions of Group Tutorial

Group
Bonding

Opportunity 
for Discussion

8. Getting the 
group together and 

discussing 
assignments and 

problems

1. Have discussion 
as a group - 

express feelings 
about the course

9. Getting together 
with other students 12. Group bonding

23. The group can 
discuss classes 

and arrange group 
tasks

11, Discuss 
various aspects of 

the course

20 Hearing views 
from others

16. Different View 
Points

14 Being able to 
talk as a group.

18. Diversity

25. Hearing that 
others share the 
same problems

27. Ability to 
talk about things 

in a group

24. Spending time 
with the group

15. The chance to 
discuss thingsReceivings

Information
28. Opportunity 

to talk about things 
in a group

4. Getting together 
as a group 5. Informative 

about student 
issues and gets 
everything done 

concerning 
.  students .

17. Keeping each 
of us informed in 
areas requested

2. Information 
Given

Career
Planning

30. Fills in blanks 
about college

Problem
Solving 10. Career help 

and College 
activities

31. Career 
Planning

13. To air problems 
as a group. Gather 

own classes 
opinions

6. Help available 
on a variety of 

problems

7. Solves problems 
with other students 

and the group

3. Discussion of 
primary problems 

relevant to all

22. It gets the 
group together to 

discuss any 
problems within the 

group

Group Bonding 

Problem Solving 

Opportunity for Discussion 
Receiving Information 

Career Planning

19. W e can air our 
frustrations about 

College

21. Ability to air our 
frustrations

^  26. Unlike 
personal tutorial, 

can 
sort out any 

problems the 
^group is having.

29. You can 
discuss work 

problems



Appendix 10

Higher Education Students’ Perceptions of Individual Tutorial

Personal
Support

Academic
Aspects

5. Not publicising 
problems problems affecting 

work and studying

12a Easy to talk to 
my personal tutor 7. Help with any 

problems e.g.
plentystudent get to know

development
her for 5 years

25. Chance to give 
my views and

Being able to18. Having sympathetic about 
personal issues

34. Study skills

14. Focussed, 
personal attentio

29. On a personal Attitudinal
Aspects

problems

33. Tutors help us 
to get over any grievances about 

how college has let 
you down

to put

10. Informal place

approachable

16. Very informal23. Confidentiality

39. Being able to37. Friendly 
approach privately

Personal and Aca

12. Confidentiality
20. Having an

problemsproviding time

your weaknessesindividual problems

Personal Academic
21. One-one help

13. Reviewing 
personal progress pointed in the rightquicker action and

27. Discussing

rather than just 
problems

31a. Identifying 
how to improve 

performance

33. Helps us to 
cope with about problems

Attitudinal



Appendix 11

Further Education Students’ Perceptions of Group Tutorial

Learning and 
Development

Receiving 
Information About 

Collegeifscussing the 
Course and 
ProgressionLearning new skills 

and about life
Learning new 

things about future
Leaving

Getting to know 
things about 

college

Get to talk to 
friends about 

subjects

It makes me 
independent

Receiving helpful 
info

To talk about 
student council

Discussing the 
course, getting the 
chance to discuss 
any problems I am 

having

Receiving Info on 
HE

Group \  
Discussion and 

Problem Solving
Classroom

Environment
Discussions with 
fellow students 
about subjects

You get to know  
what everyone else 

is thinking

It's fun; solve 
problems

Having peace & 
quiet

Engaging 
With TutorBeing able to 

discuss anything
More laid back 

than an average 
lesson

Group discussions Things get solved

The tutors time to 
listen and help youListening to other 

people ideas
Group talking

Group Bondirtg 
and Socialising

Teamwork

The group 
activities helped 

me to get to know 
people when we 

s. first started --

You get to know  
people

They are fun & to 
get to know people

Mixing with 
everybody

Socialising

I get to see

Friends
someone a student
whose company 1

enjoy

Engaging with the Tutor 

Group Bonding & Socialising 

Classroom Environment 

Learning & Development 

Group Discussion & Problem Solving 

Receiving Information about College 
Discussing the Course and Progression



Appendix 12

Further Education Students’ Perceptions of Individual Tutorial

Personal Aspects 
and Problem Solving Attitudinal & 

Environmental 
Aspects

you get a chance 
to talk about any 

problems you may 
have

Sorting out my 
problems; they are 

private

Having a personal 
chat

Having a chat 
alone, being able 

to chat with no 
interruptions

They are private 
confidential

Having time to talk 
about my problems

Clearing the air, 
getting things out 

of my head

I get to talk about 
my troubles

Discussing
problems

Good at listening: 
eye contact & sit 
straight -  private

Having someone to 
listen to you

They are private & 
we can talk about 

any problems

It provides one to 
one time to talk 

about any 
concerns

Social life; my job; 
my friends; sorting 
out my problems

The chance to 
speak what is on 

your mind

Motivation You know they will 
help as much as 

they can

To get me 
motivated & readyAcademic

Support
in n in g  & 
Academic

Monitorin
ProgressTalking through 

problems with 
lessons

I get help with my 
assignments

To talk about how I 
am doing with my 

subjects

So you know what 
work you have left 

to do

Talking about my 
progressGetting the chance 

to discuss my 
issues relating to 
my course or HE

A chance to 
discuss subjects 
on a one to one 

basis

I can look at how I 
am progressing 

and what I can do 
to improve

Individual Learning 
Plans

Setting & meeting 
targetsI get a better 

understanding 
about my courses iceiving Advi 

and Support
Reassurance of my 

choices
I get to evaluate 

my progress

Being able to get 
help when you 

need it

Helping me & 
giving me advice

Preparation 
:or Progression

Personal Aspects & Problem Solving 
Planning & Monitoring Academic Progress 

Attitudinal & Environmental Aspects 
Receiving Advice & Support 
Preparing for Progression 

Academic Support 
Motivation

Talking about 
careers

Careers knowing 
what I can do next Leaving



Appendix 13

Further & Higher Education Students Perceptions of Group Tutorial 
____________________ (merged)___________________ ______

Receiving Information

Getting to know 
things about 

college

Discussing The Course

11. Discuss 
various aspects of 

the course

8. Getting the 
group together and 

discussing 
assignments and 

problems

Discussing the 
course, getting the 
chance to discuss 
any problems I am 

having

Discussions with 
fellow students 
about subjects

Get to talk to 
friends about 

subjects

Career & ProgressionPersonal Development & 
Life Skills

and College Leaving

Learning
things about future

Planning

Engaging With 
Tutor

Tutorial
Environment

Group Bonding & Socialising
good 

get to

The group
You get to know

I get to :Being Heard and 
Being Valued

whose company I

4 Getting together 24. Spending time 
with the group

). Getting
and arrange groupeverything done

12. Group bonding

Problem Solving

primary problemsThings get solved

13. To air problems 
as a group. Gather

group together to
21. Ability to air

problems within the

7. Solves problems
on a variety of 
. problems

problems the 
group is having

Group Discussion

Group discussions
You get to know 

what everyone else 
is thinking

28. Opportunity 27. Ability to
to talk about things talk about things

in a group in a group

Higher Education 
Student 

Responses

Receiving Information  
Problem Solving 

Personal Developm ent & Life Skills 
Discussing The Course 

Group Discussion 
Career Progression 

Group Bonding & Socialising  
Being Heard and Being Valued  

Engaging with the Tutor 
Classroom Environm ent



Appendix 14

Further & Higher Education Students Perceptions of Individual
Tutorial (merged)________________ _

Tutor Engagement

my personal 
tutor as I havestudent get to 

know each otherand help you

Good at listening 
eye contact & sit 
straight -  private

You know they will

Tutor 
sympathetic about 
personal issues

r nemlly approach

Individual Tutorial Environment

Personal Support & Guidance

Planning & Monitoring Academic 
Progress

So you know whal 
work you have left Talking about my 

progress
To set goals & 
how you are doing

Discussing Helled ing on You get plenly of Reviewing
progress progress feedback personal progress

Preparation for 
Progression

Academic & Course Related 
Support

Getting the chance 
to discuss my 

issues relating 
y course

Talking throughIt helps I get help with my 
assignments

A chance to 
discuss subjeds understanding 

about my courses

Reassurance of my 
choicesStudy skills

Being Heard & Being 
Valued

Personal
Development

Motivation

Being Heard and Being Valued 
Planning & Monitoring Academic Progress 

Tutor Engagement 
Motivation 

Problem Solving 
Individual Tutorial Environment 

Academic and Course Related Support 
Preparation for Progression 

Personal Development 
Personal Support and Guidance

Problem Solving

you get a chance 
to talk about any 

problems you may problems; they are

Social life; my job 
my friends; sorting 
out my problems

I get to talk about 
my troubles

Discussing
problems

They are private & 
3 can talk abo 
any problems

Sort out individual 
problems

Solves problems 
affecting work and 

studying

Help 
problems e.g 

workload



Appendix 15

Tutor Perceptions of Tutorial Provision (1st Institution)______

Academic
Aspects

Receiving
Information

oup Bondi

Develop a 
cohesive group

To exchangeUnderstanding theStudy/common 
skills support

Portfolio Building

Group discussionBondingTo help students
Monitoring

of college supportprogress better 
(work related)

To practice and 
develop study skillsAcademic Supportstudent progress 

(or lack of) Personal & 
Prpfessional Development

procedures

Problem Sol professional
development

Assignment
Tracking Progress Development

Representing

Recognise 
Strengths and

To supportideas/problems to

Being a fliter for 
(solvable) 
problems

AdviceyguidanceTo help students 
clarify their goals drugs, finance etc

Problem Solving To develop 
interpersonal skillsrsonal Supp<

Addressing
personal/group areer PlanningEmployment

To prepare for
Action Planning

college

Future Employment and planningBuilding

Develop First step ir AttitudinalSounding board
relationship

ganisational
Psychologist 

supportive positionDiscussing -

(retention)

ListeningTo help students in Offer support if 
problems occur



Appendix 16

Tutor Perceptions of Tutorial Provision (2nd Institution)______

Academic 
Achievement 
& Progression

ersona 
Development 

& Social Skills

Academ ic  
achievem ent and  

progression

Study skills and  
support

Future Projection
Social and Life 

Skills

Cross curriculum  
approach including 

Key Skills
Gaining

KnowledgeDeveloping  
personal skills

D eveloping as a 
person Guidance 

& Support
Learning but not 

curriculum

To be more than a 
teacher

H elping with issue 
Outside College udent Centre 

Approach
Counselling

Holistic
Learning Covering  

everything that 
they need

Learning at their 
level

A student learning 
how they w ant to

A co-ordinated  
approach - linking 

all areas of 
learning

Looking at W hole  
picture

Using students' 
experiences,skills  

and knowledge

Holistic Learning Learning at their 
pace

Learning which 
includes a well 

balanced  
curriculum

Life Experience For a  student to 
learn in m any ways



Appendix 17

All Tutors’ and Students’ Perceptions of the Purpose of Tutorial 
______________________ (compared)______________________

Academic Progress

To supporti help students

To help students 
understand their 
progress bolter 
(work related)

Planning & Monitoring Problem Solving

Group Tutorial 
Environment

Tutor Engagement

Sympathetic

studeni'staft
relationship

Understand I 
student belt

Holistic & Personalised Learning 
Personal Development & Life Skills 

Academic Development & Related Course Issues 
Planning & Monitoring Academic Progression 

Career Planning & Progression 
Personal Support & Welfare 

Being Heard and Being Valued 
Group Bonding & Socialising 

Receiving Information 
Problem Solving 

Tutor Engagement 
Tutor Role 

Individual Tutorial Environment 
Group Tutorial Environment

Further EducatK 
Students’ 

Perceptions

To practice and 
develop study skits |

Study skills; 
support

Support

Addressing
personal/group

Personal feme lor

Helping with issue 
Outside College

professional
development

Developing 
personal skills

To ’hod' students 
(retention)

Learnini

Learning which

balanced
curriculum.

A co-ordinated 
approach - linking

Looking at Whole

Progression

I Future Employment

To exchange 
course information

confidential am 
unmterupted

Informal ar

Individual Tutorial 
Environment

Being Heard & 
Being Valued

Personal Development & Life Skills Tutor Role

Career Planning &
Personal Support & Welfare

Academic Development & Related 
Course Issues

Holistic & Personalised

Receiving
Information

Group Bonding & 
Socialising



Appendix 18 

Students’ Suggestions for Group Tutorial Content

Receiving Information
Notices for the week 
To let us know what is going on 
General college news 
Class changes

Career Planning & Progression
How to apply to university 
Careers
HE, available courses 
Job interviews

Personal Development & Life Skills
Social activities 
Life and work 
Drugs
Health and Safety 
First Aid 
Sex Education 
Financial management 
Going out to work 
Employee rights 
PAYE

Problem Solving
Problems
Bullying
Problem solving games 
Problems; coursework

Being Heard and Being Valued
Speaking out

Academic development and course related issues
Revision techniques
How to approach exams
Essay skills
Assignments
Memory games
How to get more marks
How to achieve milestones (targets)
Improving note taking
Group targets; achievements; outstanding work; assessments

Group bonding and socialising
Students to talk about a subject or hobby 
External visitors 
Social life



Appendix 19

Heuristic Framework for Tutorial Provision

Group Tutorial Individual Tutorial
Personal Development and Life skills Personal Development
Holistic and Personalised Learning Holistic and Personalised Learning
Academic Development and course 
related issues

Academic Development and course related 
issues

Problem solving Problem solving
Career planning and progression Career planning and progression
Being heard and being valued Being heard and being valued
Group discussion, socialising and 
bonding

Planning and monitoring academic progress

Receiving information Personal support and guidance

Group Tutorial

□ Personal Development and Life Skills: in a social setting and in teamwork, 
develop interpersonal skills and provide information and guidance on sexual 
health, drugs, finance etc. as an activity and having an opportunity to learn new 
skills in order to prepare for the future and for independent living.

□ Holistic Learning and Personalised Learning: Referring to a co-ordinated 
approach to developing and supporting students, considering the ‘whole 
picture’ including life experiences. This includes a balanced curriculum 
including personal and professional development as well as academic and 
vocational.

□ Academic Development and Course Related Issues: Including induction, an 
overview of progress, assessment, guidance and feedback, study skills 
development, generation of ideas, understanding the course syllabus. This is a 
forum to discuss course content and objectives, and difficulties with particular 
subject areas

□ Problem Solving: To develop a cohesive group and enable group discussion. 
Has a focus on teamwork and sharing ideas for problem solving, talking things 
over as a group and gaining support from knowing how others feel.

□ Career Planning and Progression: Focus on progression after the course 
such as applying to enter Higher Education. Also includes planning and 
preparation for career development, transition to a higher level education and 
to future employment

□ Being Heard and Being Valued: Being able to express thoughts and feelings 
and to inform changes to improve the student experience.

□ Group Discussion, Bonding and Socialising: The opportunity to meet with 
other students and get to know them on an individual basis. This was 
expressed as a social, relaxed activity.

□ Receiving Information: A forum for receiving course information,
understanding procedures and creating awareness of the support services 
available in college, including information about college-wide student activities.

Individual Tutorial

□ Personal Development: This relates to the opportunity for a personal
discussion that includes helping students to clarify their goals, recognise their 
strengths and weaknesses and is also seen by students as an opportunity to
‘clear the air’ and ‘speak what is on your mind’. It also refers to General



welfare, confidence building, getting to know and understand the student, 
develop a student/tutor relationship, to offer personal time for students to talk 
and discuss issues, to listen to students’ anxieties, offer pastoral care act as a 
sounding board.

□ Holistic Learning and Personalised Learning: Referring to a co-ordinated 
approach to developing and supporting students, considering the ‘whole 
picture’ including life experiences. This includes a balanced curriculum 
including personal and professional development as well as academic and 
vocational.

□ Academic Development and Course Related Issues: This aspect is related 
to vocational, academic and study skills support, i.e. their core curriculum plus 
any additional support required to assist with, for example dyslexia, dyspraxia, 
sight or hearing impediments etc. This is also an opportunity to identify 
difficulties with specific course related subject areas.

□ Problem Solving: Supporting students in identifying and discussing potential 
solutions to problems and to present students’ ideas and issues on their behalf 
where applicable.

□ Career Planning and Progression: Focus on progression after the course 
such as applying to enter Higher Education. Also includes planning and 
preparation for career development, transition to a higher level education and 
to future employment

□ Being Heard and Being Valued: The opportunity for students to feel they are 
listened to. This is a private time when they can air their anxieties and opinions 
and, where necessary, can voice disappointments relating to college life.

□ Planning and Monitoring Academic Progress: This is about setting and 
monitoring targets, to discuss progress and areas for improvement and also to 
gain some re-assurance or positive feedback. This includes discussion about 
assignments and individual subjects, understanding the course, problems with 
particular lessons. It also includes receiving help with college work. Help in 
being motivated to work and being kept ‘on track’.

□ Personal Support and Guidance: It was suggested that this is about being 
‘more than a teacher’. It was felt that help with student issues occurring outside 
the college was part of this activity and counselling was also felt to be part of 
this role.

Contextual Aspects

□ Tutor Engagement: This relates to the skills and attributes demonstrated by
the tutor, which includes a willingness to engage in a positive relationship and
to engage in democratic dialogue.

□ Student-centred approach: This was partly about tutorial focussing on the 
student and their needs, ensuring that different styles and levels of learning 
were accommodated and that a broad range of subjects (other than core 
curriculum) were covered. It also related to acknowledging and valuing what 
students bring in terms of their own experiences, skills and knowledge.

□ Group Tutorial Environment (F.E.): This reflected the students’ desire for
group tutorial to be different from other academic or vocational classes by 
having the opportunity for the sessions to be ‘more laid back’ and to be able to 
have fun in order to create an enjoyment of learning.

□ Individual Tutorial Environment: A private and confidential one-to-one
discussion with the tutor without interruption is essential to enable students to 
express themselves freely and to disclose support needs.



Appendix 20

Tutors’ Perceptions of the Personal Tutor Role, Skills and Attributes 
_____________________(May & July 2003)_____________________

Personality

Skills C aring U nderstanding

G ood Talking

P atien ceAbility to relate E m pathy

Ability to create  
concrete  positive  

outcom es

C om m unication
skills

Ability to em path ise C om passion

Function
G ood L istener

S e e  the bigger  
picture

nowledg
Im partial A dvice Being there

U nderstanding I  

ability to apply  
current 

professional 
requ irem ents

Attitudes

Know ledge & 
understanding of 

course structure & 
outcom es

K now ledge o f 
additional support 

ava ilab le

Objectivity D esire  to help

A rea  Specific  
Support

S tudent
C entredness

Non-judgem ental C o m p eten t

Function

Being willing to be  
there

O bjectivity

Personality Attitudes Skills Knowledge



Appendix 21

Tutor Exploration of Tutoring Qualities 29th June 2004______
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Appendix 22

Tutors Pictorial Exploration of Personal Tutoring Qualities

/ Dpe# AfPf

■ m

B H H H Iwm



Appendix 23

Tutors’ Perceptions of the Personal Tutor Role, Skills and Attributes
(all tutor responses)_________________ ___

Attitudes

Realistic

Diplomatic individual

Detached

Being willing to beNoo-judgemental Understanding Determined

Student
CentrednessFlexible

Confidentiality LPD Committed

Acknowledgment 
of contributionConfidential

Function

Managing the 
students Role model

Dissemination of 
information

Keep studentsMotivator

Identify potential 
explosive 
situations

GuideAdvisor

Impartial Advice picture

Knowledge

Understanding i  
ability to apply

professional
requirements

Knowledge & 
understanding of 

course structure & 
outcomes

Knowledge ofKnowledge of 
support available

ea Specific 
Support

Understanding 
outside agencies

Knowledge of 
additional support 

available

Personality

Trustworthy Confident Empathy

Credibility

Gentle

Skills

Good
CommunicatorTime management

Ability to create 
concrete positive 

outcomes
Reflective
Listening

Asking Skills

Negotiation skills

Management skills

Good at managing 
group discussions

Mentoring skills

Function

Personality /  \  Knowledge

Attitudes Skills



Appendix 24

Higher Education Students’ Perceptions of the Personal Tutor

Role and Attributes

Function

Source of support

Someone to help 
students come up 

with their ownBe a friend

Function

nvironmeri

Informal and 
relaxed

comfortable
environmentQuiet room

Attitudes

Friendly approach Mutual respect

A tutor who is 
sympathetic

Willing to engage

Skills

Someone trained in 
picking up less 
obvious signs

Be able to draw 
things out in 
discussion

Counselling skills

Pick up on silences

ersonality

Somebody the 
students can get 
on with and feel 
comfortable with

Informal and 
relaxed

Personality Skills

Attitudes
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Students’ Exploration of Personal Tutoring Qualities 6th June 2005
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Appendix 26

Further Education Students’ Perceptions of the Personal Tutor

Role and Attributes

Skills

To be a good

Observant - ability 
to identify problems

Function

To be assuring 
{confident 
assurance)

Knowledge

Knowledge of potential
students problem

Knowing the
on (where 

knowledge is 
limited)

they are at within

Attitudes

Flexible To be welcomingNot superior

Helpful

Good punctuality Negotiable

No barrier between 
tutor and student Organisedtidy/good

presentation

Respect students 
wishes to keep 

things to 
themselves

Allow students to 
maintain self 

respect

Not display 
favouritism, treat 
everyone equally

Confidentiality - not 
to share with 

students and tutors

Personality

Genuine - Human 
imperfection 

acknowledging
Friendly Approachable

Have an emotional 
side/emotional 

intelligence

Be able to work 
with the person - a 

partnership

Determination to 
make you do wellHappy

Caring and 
CalmingSmilingHumorous

Honest and truthful 
- even if bad news

Confidence

Function

Personality Knowledge
Attitudes Skills
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Archetype of the Personal Tutor Role and Attributes

Function
Mentor Advocate Psychologist Role Model
Advisor Problem Solver Counsellor Authority Figure
Sounding Board Motivator Manager
Guide Facilitator The Boss

7K

Knowledge
Tutors need to know and 
understand the potential 
problems and possible 
solutions to difficulties a 
diverse cohort of 
students may face. This 
should be supported 
with the knowledge of 
internal and external 
support agencies. Tutors 
need to be able to draw 
on their own life 
experiences and self- 
awareness 
appropriately. This 
should include being 
aware of their own 
limitations in helping 
students and when it is 
best for to refer them for 
more ‘expert’ help.
Tutors also need an 
understanding of the 
course students are 
undertaking together 
with any professional 
standards relating to that 
course.

Attitudes
A formal but caring approach is sought within a mutually respectful partnership where 
the tutor is fair, considerate and diplomatic. The tutor should be professional, organised 
and disciplined whilst working with an element of flexibility and adaptability to suit 
students’ individual developmental and support needs. A welcoming and approachable 
persona should demonstrate a willingness to be engaged, supportive, sympathetic, and 
understanding.

Personality
Students need to feel 
that tutors are honest 
and trustworthy. Tutors 
should demonstrate a 
confident but friendly 
demeanour and be able 
to display a sense of 
humour. The tutor 
should be comfortable in 
acknowledging their own 
human imperfections 
and those of others by 
setting realistic 
expectations. Tutors 
should demonstrate an 
empathetic nature by 
being patient, caring and 
compassionate where 
the need arises. Tutors 
need to be self-aware

Skills
Tutors need the ability 
to have positive 
dialogue with students, 
relating to them 
through reflective 
listening and skilled 
questioning that 
ensures meaningful 
understanding. The 
ability to facilitate 
decision-making is 
required using clarity 
of thought and creative 
thinking. Tutors need 
to be persuasive and 
influential as a student 
advocate and display 
appropriate use of 
mentoring or 
counselling skills 
within the boundaries 
of the tutoring role. 
Management and 
organisational skills 
are also required to 
track and support the 
students’ holistic 
development
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Tutoring Styles and Their Respective Skills

The_________________________ Tutoring Style
Skills and Competencies with High Rating
■ Reflective listening, questioning & speaking skills
■ Ability to relate to others
■ Counselling skills
■ Ability to draw things out during one-to-one discussion
■ Observant - ability to identify problems and pick up less obvious signs
■ Life experience and self-awareness
■ Understanding, empathetic
■ Have an emotional side/emotional intelligence
■ Supportive, sympathetic and understanding
■ Being willing to be there, willing to engage
■ Flexible/adaptable
■ Respect for confidentiality - not to share information with other students and tutors
■ Not superior, mutual respect
■ Easy to talk to, friendly approach
■ Allow students to maintain self-respect
■ Helpful

Skills and Competencies with Less High Rating
■ Ability to advise without imposing
■ Mentoring Skills
■ Understand potential problems and alternative solutions
■ Genuine/credible - acknowledges human imperfection
■ Honest, truthful
■ Patient
■ Trustworthy
■ Tactful
■ No barrier between tutor and student
■ Do not display favouritism, treat everyone equally
■ Prepared to negotiate
■ Offer alternatives not direct instruction. Allow students freedom to make own 

choices/decisions
■ Be able to work with the person as a partnership
■ Non-judgemental, Objectivity
■ Student-centred
■ Appropriate openness

Skills and Competencies with Low Rating
■ Organisational skills
■ Negotiating skills
■ Ability to facilitate group discussion
■ Know the student and how they are doing at College



■ Kind, caring, compassionate
■ Confident
■ Friendly
■ Welcoming, approachable, receptive
■ Respect students’ wishes to keep things to themselves
■ Punctual
■ Desire to help
■ Competent
■ Considerate, diplomatic
■ Realistic expectations

Skills & Competencies with Very Low Rating
■ Persuasive and influential as an advocate
■ Ability to create concrete positive outcomes
■ Time management skills
■ Creative thinking
■ Clarity of thought
■ Assertive but not aggressive
■ Determination to make you do well
■ Formal but caring
■ Know when to refer on to internal or external support agencies (understand own knowledge 

limitations)
* Knowledge of additional support available
■ Humorous -  good sense of humour
■ Organised, disciplined
■ Pride in the role

Skills and Competencies with No Rating
■ Know and understand course structure, required outcomes and assessment
■ Understand how to apply current professional requirements to course
■ Clean and tidy/good presentation
■ Detached
■ Ownership and responsibility
■ Firm but fair

High Rating: all respondents believed these to be necessary 
Less High Rating: most respondents believed these to be necessary 
Low Rating: some respondents believed these to be necessary 
No Rating: no respondents believed these to be necessary


