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Abstract

This paper describes a Technology Enhanced Learning (TEL) project, Spoken Word at Glasgow Caledonian University, and examines the ongoing project outcomes in relation to institutional change. The background to the project is outlined and specific learning aspirations and objectives identified. Innovative approaches in integrating technologies for the benefit of learning and teaching are discussed. An argument is made for successful embedding of Spoken Word project content, tools and pedagogical approaches based on a case study called Clydetown.  Wider technological, human and organisational changes are also addressed, and critical success factors for successful institutional embedding identified. 
Introduction
Spoken Word Services is based at Glasgow Caledonian University in Scotland [URL: Spoken Word Services]. Our core aim is to enhance and transform educational experience through the integration of digitised spoken word audio and video into learning and teaching. Spoken Word Services has strong foundations as one of four projects funded as part of the Digital Libraries in the Classroom Programme (DLIC) [URL: Digital Libraries in the Classroom]. The Programme is funded by the Joint Information Systems Committee (JISC) in the UK and by the National Science Foundation (NSF) in the USA, and runs from 2003 to 2008. All DLIC programme projects involve transatlantic collaborations between educational institutions in the UK and the USA. The Spoken Word project partners are Glasgow Caledonian University with the BBC (Information and Archives) in the UK; and Michigan State University (MATRIX) and Northwestern University (Academic Technologies & OYEZ) in the USA. There is an agreement in place between Glasgow Caledonian University and the BBC, consisting of deposit and user license agreements, to allow educational users access to the rich, extensive resources contained in the BBC television and radio archives. 
The DLIC programme has broad aims to drive the transformation of teaching and learning, by bringing emerging technologies and readily available digital content into mainstream educational use. Work under this programme has been undertaken through exemplar projects that take an integrative and innovative approach to development of educational environments, based on the use of ICT, across a number of disciplines.
Spoken Word specifically endeavours to promote the usability and integration of digital spoken word repositories to improve undergraduate teaching and learning. The project set out to test whether and with what effect the integration of digital audio resources into university courses achieves four major project objectives:

1.
improving student learning and retention,

2.
developing aural literacy in our students,

3.
augmenting student competence to write on, and for, the Internet,

4.
enhancing digital libraries through a focus on learning.

Transformation of Teaching and Learning
At Spoken Word, we started by asking ‘What is it about teaching that needs to be transformed and why?’ The project is first and foremost about Teaching and Learning, not technology. The focus and drive was pedagogical and we believe that this has been a key factor in success to date. One way of viewing the project is to see it as removing the obstacles to the realisation of pedagogical ambitions.  

Many of these ambitions are traditional – some were subverted by the advent of mass higher education but others never fully realised.  In the early 20th Century Grierson stressed the primacy of the formative over the informative (Grierson, 1919) in Scottish Education. Whitehead also suggests that “The way in which a university should function in the preparation for an intellectual career, such as modern business, ...is by promoting the imaginative consideration of the various general principles underlying that career.” (Whitehead, 1928). The aims, purposes and pedagogical approaches associated with the traditional ‘elite’ university education are encapsulated elegantly in 1964 in the Scottish Appendix to the Report of the Committee on University Teaching Methods (Hale, 1964). He states that the most fundamental aim of all higher education should be that students become able to “work on their own, think for themselves, ….and contribute their work to the work of a group”. But the question now becomes: is it possible to pursue these aims, re-iterated in the Dearing Report (Dearing,1997), in the much constrained context of the exponential evolution of mass higher education in the United Kingdom? 

The shift to a mass system of higher education has imposed immense pressures on teachers, students and educational institutions, but relatively little has been done to articulate and address the changes in pedagogy required. If we accept that transformation is required, the question remains: what can technology offer to help us to achieve these objectives? In short, “why don’t we just use paper?” Some ambitions and objectives are new and relate to the new possibilities of communication and interaction which are creating the social circumstances in which 21st century graduates will live their lives. New technologies offer the promise of bringing the benefits associated with “elite” higher education to a much larger and more socially diverse population of learners.
The Socio-Technological world of the modern learner
Most of our students at Glasgow Caledonian University demand flexible learning methods, personalised to suit their own needs. Many will have part-time or full-time jobs and require to fit their learning around an increasingly demanding schedule. A “multi-channel” approach to learning is now seen as the norm, combining a mixture of face-to-face, paper, email and web interactions. Less time may be spent on campus than in the past, but social aspects to learning remain as important as before. 

Simultaneously today’s students have grown up surrounded by technology in their everyday lives; immersed in digital environments quite unlike that of previous generations. Prensky and others (Prensky, 2001; Nicol & Littlejohn, 2005) have characterised today’s generation of learners as “Digital Natives“ and the current generation of teachers as largely “Digital Immigrants”. Many students are already expert users of devices like mobile phones, digital cameras, and iPods by the time they enter Higher Education; some will be involved in computer gaming, and using wireless technologies, others will be highly skilled web users, including blogs and other social web sites.  
At Spoken Word we decided early on to engage fully with the socio-economic world of the modern learner. We adopted a broadly social constructivist approach to learning (Berger, & Luckmann, 1991) and tried to harness the tools and strategies that students use for informal learning within formalised educational settings. Evidence suggests that this pedagogical approach provides a strong focused context for learning (Huang, 2002). We deliver audiovisual content in an increasing number of ways to our learners, including to mobile devices. Media annotation tools developed by the project allow peer group learning and interactivity between teacher and learner when working with this content.
We believe that this approach also meets the expectations of the international policy agenda for Technology Enhanced Learning; specifically the development of innovative applications of digital technologies that will contribute to making education and lifelong learning more personalised, inclusive, flexible, and productive (Laurillard, 2005). Personalisation is not a new idea  (de Freitas & Yapp, 2005 ), but in the face of massive changes in the nature of scholarly communication, it becomes more important than ever.
We believe that it can be unhelpful to think of elearning as something separate from other forms of learning. Many teachers at our institution will probably not engage with emerging technologies if they are developed by learning technologists in relative isolation. Given the socio-technological world of the modern learner, we should assume now that all learning is elearning. It is no longer just about distance learning, but rather it is embedded as part of most students' educational experience. We find that the phrase ‘Technology Enhanced Learning’ is more useful and is now being widely adopted. 

Enriching the student experience

Spoken Word audio and video adds the potential for a range of dimensions to students learning. Spoken Word Services provide easy and reliable access to resources not elsewhere or otherwise easily available "on demand" to teachers and students, from the long dead to current reports and documentaries and so on. The BBC is the primary, but not the exclusive, source. The BBC has a particular place in the UK (and the world) - there is merit in introducing students to "Britain's intelligent conversation". Factual programming -talks, features, documentaries and news coverage - from the BBC gives access to economic, political and public and voluntary sector actors, events and circumstances in the context of past and current debates.  This may be especially relevant to those Universities such as Glasgow Caledonian where recruitment favours social inclusion and home based learners. 

The kind of material available to teachers is directly relevant to a variety of subjects across the teaching curriculum. We currently have ongoing collaborations with teachers in Economics, Law, History, Social Work, Journalism, Biological & Biomedical Sciences, Environmental Management and Planning, Hospitality and Tourism, Anthropology, and English Language Teaching.

The use of these unique authentic resources is framed by an interactive, student-centred pedagogy that is being increasingly enhanced by the use of technology. Thus students are required to find resources for themselves, to evaluate them and to deploy them in developing and stating their own arguments with their fellow group members. We believe that this kind of vicarious or peer to peer group learning (Mayes, et. al, 2001) is much more similar to the way that young people learn outside Higher Education e.g. in gaming world, or on the web (Nicol & Littlejohn, 2005). Tools for social learning like blogs, wikis, and discussion fora enable students to engage in the social construction of a rhetorical narrative. We are engaged with new models of learning, different than those engendered by traditional didactic teaching methods. 

Seely-Brown & Duguid suggested that “….all learning begins with conversation” (Seely-Brown & Duguid, 2000). With Clydetown and other modules based around Spoken Word we see these ideas of conversational learning in action. Students working with technology in small groups, learning through experience, systematically developing solid research and rhetoric skills, the ability to develop and sustain an academic argument, and through teamwork gaining acceptance into the world of their subject discipline, in the manner of a professional apprenticeship. We begin to realise again the aspirations and values outlined at the beginning of this paper.

 “Every entrant is taken at its face-value and everything is permitted which can get itself accepted into the flow of speculation. And voices which speak in conversation do not compose a hierarchy. Conversation is not an enterprise designed to yield an extrinsic profit, a contest where a winner gets a prize, not is it an activity of exegesis; it is an unrehearsed intellectual adventure. …..” (Oakeshott, 1959). 

Listening to, or watching, Spoken Word content should not be a static process for students. We are revising and extending our systems to allow much more interactivity in the learning process. Our media annotation tools will allow student and teachers to work together to places notes on streams of audio or video, corresponding to a particular point on the timeline. This can be done in real time or asynchronously. These notes can be saved as XML and exported to any other application.

To give a practical example of this technology in action, Spoken Word Services collaborated with an Economics lecturer at Glasgow Caledonian University to record all his lectures in a 1st Year “Introduction to Economics” Module. We then made these available for students online as streaming or downloadable audio files. During the revision process, students could annotate audio to ask the teacher what he meant in a particular lecture, or to request further information. These comments could then be collated and discussed further in a face to face lecture or tutorial based revision setting. 

The web front end to the Spoken Word repository will now allow users to generate and store a range of rich metadata, including favourites, building their own collections, tagging of content, and sharing of this data via XML feeds. This is the social software world that many of our students already live in, and expect to see services that match the rich functionality of services like Flickr [URL:Flickr] or Delicious [URL: del.icio.us].

Embedding TEL into institutional practice
We started with a set of core learning values and these shaped our pedagogical aspirations. To create an environment necessary to support these aspirations we had to overcome a range of obstacles. First and foremost we had to address the fourth of our most general objectives: “enhancing digital libraries through a focus on learning.” Drawing inspiration from Libraries and Computing Science, we designed a “separation of concerns” functional model for a world of constant change (Dijkstra, 1982). Our audio and video media remain functionally separate from our metadata repositories, which in turn are separate from our browser based annotation tools.

This model allows for pedagogical pluralism, which is an established right, confirmed in the proceedings of the Bologna Process, of university teachers in the democratic universities of the West [URL: The Bologna Declaration of 19 June 1999]. In short, no-one teaches or learns in the same way and so by providing reliable access to the content in our digital library, teachers would be free to utilise content and tools in whatever way suited their own pedagogical position.
At the beginning of the project, there was a necessary focus on technical development of digital repository systems and tools. However, very early on,

as we began to enhance access to content, we took the decision to start a process of dissemination to raise awareness of our services both within the institution and further afield. Within Glasgow Caledonian University we concentrated on building a small community of practice of activist teachers. A community of practice has been described by Lave & Wenger as “"Groups of people who share a concern, a set of problems, or a passion about a topic, and who deepen their knowledge and expertise in this area by interacting in an ongoing basis" (Lave & Wenger, 1991). The project leader is a Senior Lecturer in Political Science with over 30 years experience of teaching in the institution. This meant we had unique access to a small group of ‘champions’ already working with technology to enhance student learning. The varying pedagogical approaches of our teaching collaborators provided an all important context for learning and allowed us to develop use cases for audio materials as the project developed.

These case studies proved invaluable for engaging with new teachers and showing the different practical ways in which audio content from the BBC could be used for learning. Our collection policy for requesting new audiovisual materials from the BBC has at all times been driven by the professional subject interests and pedagogical aspirations of our group of teaching collaborators. While many of the initial informal community of practice had a broadly similar social constructivist pedagogical outlook, lessons were learned and different ideas exchanged on appropriate uses of our technologies to support learning. It became clear that what was important was developing a learning context for students rather than focussing solely on our content in abstraction. 

A range of different learning contexts were used by our early collaborators, and web delivery methods from a blog based module site [URL: Privatisation and Regulation EcoE404 ], to access through the institutional VLE, to a custom designed subject learning environment. We present now a case study, Clydetown, to demonstrate a range of issues related to technological and cultural change at Glasgow Caledonian University.
Clydetown case study: Context
The “Clydetown” virtual community was developed as a means of contextualising student learning around a number of complex concepts within the social and psychological processes of lifespan development. Case studies were developed by teachers to simulate the kinds of life events and issues likely to be encountered within social work practice. While case studies had been extensively utilised within  previous classroom teaching , teachers were keen to explore what the added value of a technological approach might be. What was it about a web-based virtual community that was likely to enhance student learning within this aspect of the curriculum? Why not use paper-based methods? 

The view taken by the teachers involved at that early stage of development was that the creation of a community within which the “‘families“ in the case studies lived offered a richness to the overall content. It would assist students to see more clearly the “person in situation” (Hollis, 1972) rather than objectifying them as being solely of academic concern. It was decided to include both audio and video material to support the narrative about each family as a means of improving “visualisation, recognition and identification by the student” (Shephard, 2003. p296). The primary intention was to add depth to the understanding of each individual in terms of their “story”. What was not expected was the extent to which those involved with this material began to engage with it at an emotional level. Students liked or disliked people in the videos, they had vigorous attitudes about what should happen or why things were happening. This degree of emotional engagement was not anticipated at the development stage.

As the project developed, the process of technological change opened up further possibilities in terms of the potential learning experiences available to students. These were, however, hampered by the programming structure of the original web resource, which due to its complexity could not be altered easily. As a result, Glasgow Caledonian University, School of Health and Social Care decided to invest some funds in updating the website to enable teachers to more easily change aspects of the site. It was at this point in the project’s history that the relationship with Spoken Work Services began to facilitate further developments within this resource.

Key to these developments were the relationships built between the teacher managing the learning experience for students and the academic/technical team at Spoken Word Services. As part of the DLIC project, Spoken Word Services have access to the resources of the BBC audio archives. This offered an interesting additional dimension to the educational experience for students. It became possible to seek out audio materials from the BBC that related to the lived experiences of “real people” to augment the case studies. In terms of pedagogy, this offered students further scaffolding of their learning (Hung et al, 2005) by allowing them to expand their understanding of conceptual information through the lived experiences of others. For example, where they could already read in one of the case studies about a woman in her 50’s whose children have left home, and who is entering the next stage in her life cycle, this could now be augmented by voices of “real” women talking on a BBC programme about their experiences of being menopausal, feeling themselves to be at a crossroads in their lives, and so on. 

This opened up a rich stream of additional learning materials to facilitate further the induction of social work students into their professional role. In some cases students might listen to audio not for content, but for style.  They would listen to someone to hear how to interview or to practice listening skills. The potential uses of this material seemed clear, the difficulty for the teacher was how best to access and then utilise these resources. As has been noted elsewhere, “the production of electronic learning resources is especially labour-intensive” (Plewes & Issroff, 2002. p11). It also requires a range of skills that go beyond the usual skills set of academic staff. Even in this situation where the learning materials were not being created from scratch, there were still heavy resource implications in terms of time and facilities. It is our contention that this development would not have been possible without the coming together of two staff groupings who shared a common understanding of the potential educational gains of the audio materials and who had the necessary desire to cooperate within an equal partnership.

Clydetown case study: Challenges and Solutions
While the educational objectives were fairly clear, the means by which these could be achieved within the capabilities of existing technologies was perhaps less so. Finding and retrieving suitable audio was initially a rather laborious process as repository and tools technologies developed slower than expected. In a world of constant change, there were also workflow issues with processing and archiving of audiovisual materials, both internally and with content provider(s). 

This was initially very challenging and time consuming and had it been left to a teacher alone to search for relevant materials, the usefulness of this vast resource would probably have been limited. The combination of the skills of the teacher in identifying the potential educational value of the resources, combined with the skills of the Digital Resources Librarian in retrieval and cataloguing, and the technical skills of the IT support staff created a working partnership that was highly effective. Making content more easily available to teachers in the classroom was challenging and required  extensive consultation with our teachers when designing and updating Spoken Word tools for finding and using web based content. No one skills set was more important than any other in the development of this joint venture and the method of joint working has now been showcased to the University community at a recent Learning and Teaching event as a possible model of good collaborative practice. 

It is not easy to encourage teachers to embrace technology enhanced learning approaches if there is an expectation that they require to have all the skills to complete the task alone. Nor does it seem realistic to have a model where all technical aspects are separated out from the learning objectives. Relatively little has been written about the behaviours and attitudes of academic staff in respect of the development of technology enhanced learning resources but as Plewes & Issroff 2002 indicate, “HEFCE (1999) identifies a series of well-known ‘constraining and enabling factors’” (Plewes and Issroff,  2002, p12 ) to the development of such resources . We would echo the issues raised, as the experience of this project would suggest that there are a number of factors that constrain the process of development. 

Levels of technical skill can be a barrier to effective working as can conflicting priorities set by different parts of the same institution. Teachers, for example are constrained by the expectations of them in terms of professional development, especially performance within the Research Assessment Exercise (RAE). What is not counted for RAE purposes may not be viewed by the Institution as time well spent. IT staff, on the other hand may be obliged to demonstrate their creativity and innovation, but may have no easy way to feed into the design of teaching modules and learning outcomes. It is the synergy of these two at times competing sets of drivers that has been so successful in this project. 
Levels of skill have increased in all areas for all staff involved. Academic staff have developed their technical competence while support staff have greater confidence about expressing views around pedagogical issues. As Spoken Word Services developed and expanded, different dimensions to collaboration emerged. For example, sometimes a technical collaboration with another institution would lead to a request for access to content for learning. Ironically, because of an early wide-ranging dissemination programme, sometimes subject colleagues from other institutions would be the first to tell teachers at Glasgow Caledonian about Spoken Word! We now have a wide range of local, national, and international collaborations which help to raise the profile of Glasgow Caledonian University. Joint papers like this one, undertaken with teaching colleagues in our extended family are strongly encouraged.
Lessons Learned
In the early stages of a highly innovative project, only committed like-minded activist teachers will get and stay involved. The potential benefits to learning may be clear but there are a number of risk factors outlined above which make choices difficult for teaching staff. A small project team like Spoken Word Services only has the capacity to offer personalised support to a relatively small number of teachers. It is easy, especially in the beginning, to underestimate the time and resources required to train collaborators in the use of content and tools, and the customisation required for each new learning context.

We now have content being used across many different subject areas, with different year groups, both in the UK, Europe and the United States. However it is clear that many of these teachers were already engaged in some way with using technology to support their pedagogical objectives before Spoken Word. Wider dissemination beyond pockets of enthusiastic TEL-aware teachers can be challenging. As the web tools have matured it has become easier to showcase the available content and demonstrate use case studies from existing teaching collaborators. But there is still room for improvement and other channels for institutional dissemination such as discussion groups, lunchtime drop-in sessions, and Community of Practice blog sites are under development. The hope is that teachers who have found engagement with Spoken Word useful will then ‘evangelise’ to others, and we are starting to see some evidence that this is happening. 
The current Spoken Word Community of Practice of teachers is likely bound by values and pedagogical objectives which derive from these values. They are interested and committed teachers, people who put students at the centre of things and people who really have a strong commitment to the student experience. Sadly that is not necessarily the case for all teachers in Higher Education. Making connections with people with different value systems can be very challenging, but we remain committed to offering the possibilities for pedagogical pluralism.

It is extremely important that software developers and learning technologists do not seek innovation in isolation from teachers and their pedagogical foci. Involvement in the focused context of course design is desirable where possible. As Donald et al outline,
“Sometimes techniques in CIT are used for inappropriate reasons and in ways which do not add value to the learning process in Higher Education…. but the resulting product will only be successfully applied if it has some clear comparative advantage for the end user. That usually means convenience, accessibility, reliability and functionality.” (Donald, Hutton and Byrne, 2000, pp118). Littlejohn also raises the danger that “ ... ways in which they (students) learn remain relatively unaltered, with digital technologies often being inappropriately retro-fitted onto existing teaching practices” (Littlejohn, 2003). The challenge is to start from the learning processes and objectives and to consider how technologies and institutions can support these new practices.
Learning context is everything. Indeed different teachers have used the same piece of audio or video in different subject areas to illustrate different points. It can be too easy for learning technologists to focus on content as “learning objects” but as Feldstein says, 

“We learn by doing. We consider. We compare. We measure, discuss, debate, critique, test, and explore. We try, fail, and try again. Learning is an activity. It's a process. Given this undeniable fact, the term ‘learning object’ can only be an oxymoron. An object is a thing. We don't learn from things. We learn from doing things.”  (Feldstein. 2006). Our findings at Spoken Word would echo some of Lave & Wenger’s communities of practice research (Lave & Wenger, 1991), that the people and the way that they engage with the material is as important as the material itself.
The focus of Spoken Word has always been the pedagogy and practicalities of teaching and learning; because the essence of the project is to produce something useable, to contribute to the wider community of learning. Unlike many TEL projects it is not a research exercise, set up primarily to produce research outputs. Misconceptions about the project being about technology or research do occur in the institution, and it is up to us to address those. We have an ongoing commitment to internal dissemination at regular GCU seminars and workshops. Our services have been responsive and dynamic and we believe that this has been greatly appreciated by our teaching community.

Being based in a support department (Library & IT Services) rather than in a particular subject faculty was also seen as important by teachers; no one subject area has ownership of the project. The importance of institutional commitment at every level for TEL projects cannot be underestimated; especially at senior institutional level (Conole, 2002). Resistance to innovation in the use of technology is not uncommon in large IT Service departments and the demands for internal competition for resources can be stifling. The Project Director for Spoken Word Services sits on the University Senior Management team and has access to funds and other resources. He ensures that the project goals are closely aligned with the strategies driving forward the institutional mission and vision, especially increasing inclusivity and accessibility.
Critical success factors for institutional change
Institutional belief in what the project is trying to achieve is paramount. This importance has been discussed in this paper and reviewed widely in Higher Education (Conole, 2002; Plewes & Issroff, 2002). Spoken Word started from the point of view that some aspects of learning were not working as well as they could for our current students. Our focus has been on how we can apply technology to help with pedagogical objectives rather than bending purposes to the technical tools at hand. All our investment in content, repositories and tools would have meant nothing without appropriate learning contexts. 

At the same time as the project addressed use of, and access to, web based resources, the Project Director and University Pro-Vice Chancellor identified a need for new physical learning spaces within the institution. The ideas for a new learning centre examined the definitions of what constitutes learning resources for students in the 21st Century, and broadened the scope from traditional library services.

Situated at the heart of campus, the Saltire Centre is one of the most ambitious and innovative learning environments in the UK [URL: Designing Spaces for Effective Learning]. Unique in its construction, interior design and overall concept of integration and access, the centre provides a single point of access to all our services for students. It also houses a range of spaces to suit a variety of learning styles, provides a home for our library collection, and acts as a venue for social interaction.

The Saltire Centre facilitates conversations, debate, and discovery and is welcomed as a contemporary model of working and learning which will undoubtedly drive the rejuvenation and re-orientation of the whole University in the coming years. It encourages a sense of community and innovation and these activities and concepts are the essence of a University.

Spoken Word cannot take credit for the Saltire Centre but we do believe that our discussions around the nature of student centred learning have been important. The opening of the Saltire Centre in January 2006 signifies significant technological and cultural change within Glasgow Caledonian University in the lifespan of our project.

To be successful in pursuing change within the institution, Spoken Word has also had to take the lead and become one of the “institutional experts” in certain key areas of scholarly communication in a digital age. These may not be directly relevant to teaching staff, but are nevertheless crucial to other support staff at different levels in the University. We have gathered a great deal of experience in Intellectual Property Rights, mainly through our work in becoming the only higher education institution in the United Kingdom to broker a license agreement with the BBC. We have undertaken to transfer this knowledge to colleagues within the institution.
Similarly, through working with expert technical colleagues in the United States, and through attendance at professional conferences and meetings we have accumulated a great deal of experience in areas such as the use of open standards and open source software; JISC policy guidelines; use of digital repositories; use of e-tools, etc. It is our duty as colleagues to impart any knowledge gained to others within the institution and to encourage staff development opportunities for others. It is important to build Communities of Practice of support and technical staff too, to keep abreast of trends in the nature of learning and scholarly communication. There are perhaps currently not enough suitable fora for staff to feedback to colleagues on matters of professional development, and we are lobbying for more such opportunities. We believe these discussions can only help to drive forward technological and cultural change and lead to better ways of learning.

Sometimes of course the bottom line for facilitating change is resourcing, and so Spoken Word Services is committed to seeking further funding opportunities. We only have a small project team, but we have brought in additional money from JISC and the Higher Education Academy to supplement core income, and believe that this helps with the embedding and long term sustainability of our services. 

Conclusions

Some of our original project objectives remain unfulfilled or unknown, but many other positive benefits have occurred in the lifetime of Spoken Word. 

We have maintained the pedagogical focus of the project and have resisted letting technology become the driving force, but rather harnessed it appropriately for the mission in hand. Engaging with the process of learning is crucial, rather than just providing access to content. 

The realisation of our project objectives would not be possible without institutional support from both teaching staff and support services at Glasgow Caledonian University. We must never lose sight of the fact that it is the University that is the learning environment. A Virtual Learning Environment is an extremely useful tool but must be pedagogically driven like Clydetown, and be fit for purpose. The physical environment for social learning is equally important and is an important driver for changes in methods of teaching and learning.

For students to realise their learning objectives required a radical rethink of learning spaces in the University. The Saltire Centre links the teaching blocks on campus and provides learners with a range of flexible spaces to work in. It puts the library, and also the Spoken Word team, at the social heart of the University. 

In 2005-2006 the Spoken Word project became Spoken Word Services at Glasgow Caledonian University. This process of embedding into the core business services of the institution, and commitment to sustainability, we hope reflects the continued learning strengths of the Spoken Word team and its associates.

“To instruct someone... is not a matter of getting him (her) to commit results to mind…. knowing is a process not a product.” (Bruner, 1960).
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