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Preface

Something like this book should have been written by Jo Tait of the Open
University. Having co-edited a book on one of her passions, independent
learning (Tait and Knight, 1996), she wanted to write about teaching in
higher education from a whole-person perspective. The working title was
Inspiring Higher Education. The book never got written because paid work,
in the form of short-term contracts on demanding projects that left no
space for this sort of creativity, took precedence. I had often talked with
her about what Inspiring might say, how and to whom. I became enthusiastic
about a book that went beyond hints for practice and tried to take an
integrated view of teachers’ work. As it became clear that her work on
Associate Lecturers in the Open University (for example, Tait, 2002) would
stymie the chances of Inspiring getting written, I suggested doing a book
that would be similar to and different from it. This is it. Plainly my voice is
not hers. She wants to say things that I cannot but is not positioned to say
some of the things that I do. Yet there is still a sense in which she is an
author of this book and I the writer.

John Skelton of Open University Press has been a supporter from Jo’s
first approach to him through to my detailed proposal. Without him, no
book. John Cowan was one of the Open University Press referees. A skilled
writer himself (Cowan, 1998), he gave enthusiastic support that ran to
pages of suggestions for writing better. More, in fact, than I have been
able to accommodate. So too with David Baume, whose generous advice
and comments I have valued.

I enjoy writing with my Lancaster colleague Paul Trowler and although
he has not directly contributed to this book it has been influenced by the
writing we have done together and the work we intend to do. So too with
Mantz Yorke of Liverpool John Moores University. He has affected what is
in these pages in ways that he may not recognize but which are neverthe-
less profound.

Time spent working in Dalhousie University’s Office of Instructional
Development in Halifax, Nova Scotia, and then as a Royal Bank Fellow in
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McGill University, Montréal, encouraged my thinking, tested it when I did
staff development sessions and deepened my knowledge of North American
literature and practice. So too with time spent in Hong Kong universities.
In these ways Alenoush Saroyan, Ron Smith, Cynthia Weston, Helen Wong
and Alan Wright have challenged me and helped me to think better.
This appreciation previews some themes I develop in this book: the
value of friends to learn from, talk to and be at ease with; the importance
of collegiality and collaboration, regardless of distance; and, perhaps most
significantly, its tone says that feelings matter in writing. In teaching too.
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People, times and places

It is easy to assume that being a good teacher is a personal responsibility,
dependent on whether you prepare thoroughly, speak well, read books on
teaching, use the right technology, smile a lot, give sensitive feedback to
students and so on.

There is something in that. Teaching well does depend upon the indi-
vidual and these first six chapters contain plenty of suggestions about
things that you can do to enhance your teaching. But not upon the indi-
vidual alone: rather, upon the individual in the community. Part, but only
part, of the explanation is that teaching is not just performance in the
presence of students. I use ‘teaching’ to refer to all the planning, prepara-
tion and other activities that teachers do to help student learning. Most
teaching, in my sense of the word, happens out of contact with students.
This backstage work is shared work in a way that classroom performance
is not because course and programme design, assessment plans, module
evaluation arrangements, resource decisions, admissions and teaching poli-
cies, for example, are teaching activities that implicate teams. (I am using
‘course’ and ‘module’ interchangeably and using ‘programme’ to refer to
the whole curriculum that leads to an award.)

Besides, while our doings, thinkings and feelings are individual, we do,
think and feel with scripts that are shared with others. What we under-
stand about being a teacher in higher education is very much a personal
understanding and it draws upon shared ideas of what teaching and higher
education are, ideas that will vary from department to department and
between now and then. Our expectations as teachers, the practices we
take for granted and our beliefs about what is good are influenced by the
contexts in which we are. In one setting it is easy to be a good teacher
because normal practices sheepdog everyone into teaching well. In those
departments it would take a perverse talent not to teach well. In others,
it takes grit to teach well, although it is easy to get by with information-
peddling and plenty of testing. Being a good teacher is about personal
skill deployed in an environment rich in appropriate affordances.



2 People, times and places

The thinking associated with complexity theories exposes some implica-
tions of this connectionist perspective. If teaching is an outcome of the
interaction between individuals and (social) environments, and if individuals
are themselves interactions between, among other things, history, biology,
culture, thinking and shifting emotions, then (a) outcomes will be some-
what unpredictable and (b) interventions will also have uncertain effects.
This book contains lots of suggestions for teaching well but the impact of
any suggestion on any person in any setting is not determinate because
what happens emerges from complex interactions whose outcomes are
not precisely predictable at the individual level. In other words, becoming
a better teacher, like educational and social change in general, is not a
certain business but a matter of trying to act well in the light of what we
understand experience and research to be saying about what is generally
likely to turn out to be stimulating. And, to repeat a point, being a teacher
is not just an individual achievement, so becoming a better teacher is a
social and a personal process.

These six chapters review research about the settings in which academic
staff work and try to teach better, about what encourages them to enjoy it
and what discourages them. They introduce ideas about how academic
staff (faculty) learn to teach and how they might learn to teach better.
This is followed by consideration of what it is to be a new faculty member;
of how more established faculty’s enthusiasm for teaching may be sustained;
and of the implications of the marginal position of part-time teachers.

Chapters 1 to 9 follow a common format. I begin by sketching my stance
and the key points I want to emphasize. A longer section follows, containing
a more formal review of research which prepares the way for an exploration
of implications for alert practice. The penultimate section contains a few
ideas for taking things further and I end each chapter by recommending
a couple of readings to those who want to know more. Although I am
writing for teachers in higher education, some of the things I suggest
cannot be done without support from programme leaders, heads of depart-
ment or deans, which means that some sections are written more for these
mid-level leaders than for teachers alone. Just as my audience varies, so
too does my voice. The summaries of research, experience and implica-
tions are written quite transactionally but the other sections are freer and
more personal. When I review research I do use technical terms. Some,
such as ‘formative’ and ‘summative’ assessment, are useful and unavoid-
able. Some, such as ‘declarative’ and ‘procedural’ knowledge, come from
disciplines, notably philosophy and psychology, that help to ground re-
search on good thinking. Others, such as ‘affordances’ and ‘feedout’, are
there because they allow me to make a point distinctively. This technical
language is less in evidence when it comes to implications of research for
practice.



Being at work in
higher education

A stance

Being a teacher in higher education is about you, and your work environ-
ments, and your non-work environments. The stance is that each influences
the other. For example, your non-work environments affect the way that
work feels. Reviewing research into stress in the workplace, Briner (1997:
63) noted that as far as people referred for occupational stress counselling
were concerned, ‘the limited evidence available suggests that the sources
of client difficulties are more usually connected with life outside work’.
Life counselling is outside the scope of this book but that omission is not
intended to signal that what happens outside work is a closed system with
no connection to it. The interplay is acknowledged but only explored
insofar as it helps us to understand better the experience of being a
teacher in higher education.

Academic work is the main concern of this book. It is seen as a complex
net of expectations, tasks and communications. Being a teacher is a part
of this net, although the act of selecting this one role for deliberation is as
artificial as selecting your work while keeping issues of identity, personhood
and non-work systems in the background. Regardless of whether teaching
invigorates research, whether research sustains teaching or whether they
compete like ferrets in a sack, teaching and research are networked to
each other as well as to administration, pastoral work, self-advancement
and other academic functions.

So, teaching is a web of communications, activities, beliefs and such like.
If this were represented in a simple sketch it might look like Figure 1.1.
The stars stand for elements of the work of teaching, which will include
beliefs, understandings, activities and procedures. The lines invite you to
imagine some of the many, many connections between the elements, with
the heavier lines showing connections that have become ‘hot-wired’ through
frequent use so that they are almost automatic patterns of reaction to a
particular task that is to hand. In this scheme of things, connections are
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bidirectional, although unidirectional patterns get learned. Figure 1.2 shows
the same elements but in this case a different set of strong connections
is fired up as the task changes. This complex of elements that are vari-
ously involved in teaching is connected to other work systems, such as
administration, as suggested by Figure 1.3, and then to others still, as
Figure 1.4 suggests. Such systems are dynamic in the senses that: (a) the
number of elements involved changes over time and according to the task
and context; (b) elements decay or drop out of the system; (c) new ele-
ments enter it as new connections are formed. In other words, a sketch
does not capture the dynamism that makes connectionist systems learning
systems. That only reinforces the general point that although it may be
analytically convenient to explore some aspects of teaching as if they were
free-standing entities, connectionism (Boden, 1991; Dennett, 1991) and
human systems thinking (Luhmann, 1995) point us in the direction of
complexity, towards understanding teaching as more, say, than a set of
tips that work.

This chapter connects teaching to the experience of work in general
but this is not to imply that our experience of being teachers is deter-
mined by work environments. They do relate to the ways in which we have
experience of being teachers and people but they do not determine those
experiences (Halford and Leonard, 1999; Webb, 1999).

Key points

1 Around the world, professional work, including academic work, is
changing.

2 The impact of structural changes is by no means uniform.

3 Changes may imperil the psychic rewards that motivate many faculty.

4 However, individuals can have some choice about the ways in which
changes impact upon them.

5 Local actions, particularly at departmental level, can also preserve psychic
rewards in the face of unwelcome structural changes.

Research

Experiences of intensification

Work was changing at the end of the last century, especially middle-class
work. Leadbeater (2000) provides a readable account of the changes that
come with the development of knowledge economies. Sennett (1998) wrote
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of a consequent corrosion of character which he attributed to new work
environments of fixed-term, often part-time, jobs making greater, faster
and more intense demands. He, like others, saw that many middle-class
jobs went to people who had the necessary knowledge and skills and
presented the right sort of personality as well. By the end of the century,
success in the job market needed this emotional labour of self-marketing,
and concomitant ‘soft skills’ such as interpersonal fluency, empathy, self-
awareness, enthusiasm, flexibility and self-monitoring. Gee and Lankshear
(1997) have sketched a similar picture of the demands that ‘fast capitalism’
makes on workers and the discourses they use.

Webb (1999) wrote that in the UK 5.8 million people worked in educa-
tion, medical, welfare and government jobs. He argued that their work
had changed and that they were increasingly directed and controlled,
trusted less and monitored more. Where their work had once been reliant
on reciprocity and cooperation, they were being displaced by market rela-
tionships, insularity and competition. A growing cadre of (mainly male)
managers now tries to coordinate the (mainly female) workforce, using
the old ‘hard’ management command and control discourses of tight job
specification, codes of practice, inspection and numerical performance
indicators. Alongside this were shameless expectations of conscientious-
ness and over-work and the assumption that shortfalls from best practice
should be attributed to a lack of staff competence or commitment. There
have been similar British analyses of management (Glynn and Holbeche,
2000), schoolteaching (Bottery, 1998; Helsby, 1999), social work (Balloch
et al., 1999) and public sector work in general (Exworthy and Halford,
1999). Newspapers have predictably reported that stress levels were rising
in all sorts of middle-class occupations. Academic life, once considered a
low-stress area, has increasingly been understood to be stressful for a grow-
ing number of faculty (Fisher, 1994; Currie, 1996; Soliman and Soliman,
1997; Doyle and Hinde, 1998). Faculty (academic staff) widely report longer
hours of work, more marking to be done, raised expectations of publication
and service to the community (for example, Blackburn and Lawrence,
1995; Thorsen, 1996; Mclnnis, 2000). These changes can be especially
threatening for faculty who were appointed primarily to teach and who
may be clustered in newer universities. Ramsden’s Australian evidence
is that many academic staff publish little, which suggests low levels of
research activity: in the early 1990s, ‘three quarters of respondents in the
older universities published no books, 60% no book chapters, and 20% no
articles’ (Ramsden, 1998b: 357). The HERI Faculty Survey said that in
1998-9, 25.3 per cent of faculty in the USA reported ‘spending 0 hours
doing research and/or scholarly writing per week’, compared to a figure
of 20 per cent in 1989-90 (Sorcinelli, 2000: 17). Less active researchers
may see demands to do research as a threat to teaching excellence and
as an assault on their identities (Lucas, 1994; Bailey, 1999). More active
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ones get locked into the intensifying world of sustaining perfomativity and
reputation, which often means subcontracting their teaching to academic
wage labourers who, let it be clearly understood, often teach very well.

Academic staff also say that they now work with a more diverse (Upcraft,
1996) and/or less capable (Mclnnis, 2000) student community on curricula
fragmented by modularization and the proliferation of electives (Gaff and
Ratcliff, 1996; Blackwell and Williamson, 1999). Resource complaints are
endemic. They make work more demanding when conscientiousness leads
faculty to try to maintain best practice without the resources that make
best practice easy. Instead, they have to struggle to do the job as they wish
it to be done. Mclnnis (2000) reports that 30 per cent of his 1,554 Aus-
tralian respondents in 1999 said that the lack of up-to-date equipment and
technology hindered their work. The 1993 figure was 22 per cent. Forty-
six per cent of the 1999 respondents and 36 per cent of the 1993 respond-
ents said that their work was hindered by teaching too many students,
which is another face of resource limitations. And, as universities are be-
coming more managed, faculty can see themselves as less ‘professional’,
less trusted, more called to account and spending more time on record-
keeping and documentation. ‘Hard’ managerialism gives these ‘backstage’
tasks an importance that many faculty feel is unwarranted. This not only
steals time from activities they like (research and teaching) but also adds
to the proliferation of tasks, meetings and roles (Altbach and Lewis, 1996;
Currie, 1996). Experiences of intensification — of having more, more com-
plex work to do and more roles to juggle — are exacerbated by having to
do work that is a distraction from the ‘frontstage’ business of teaching and
researching. Claims that teaching and research are really improved by this
‘backstage’ work are seldom appreciated by academic staff.

There is a view that institutions have become ‘greedy’, asking for more
without caring sufficiently for the humans who work in them. In Martin’s
(1999) survey of 160 staff in Britain and Australia 88 per cent of faculty
said that they did not feel valued. Interestingly, 77 per cent of leaders felt
the same. The full-time workforce is also ‘greying’ (Karpiak, 1997). There
are certainly mid career professors with a vitality for teaching (Walker and
Quinn, 1996; André and Frost, 1997), but others face stagnation or cyn-
icism (Karpiak, 2000). When faculty are surveyed, it appears that alienation
(Everett and Entrekin, 1994) and stress are growing. In addition to the
reports of stress that were mentioned earlier, alienation, or at least suspi-
cion of management, is regularly reported (Fourie and Alt, 2000; Newton,
2000), as a predictable response both to attempts to introduce change and
to the belief that administrators are trying to run higher education institu-
tions (HEIs) on their terms and for their unacademic purposes. Lastly,
greedy demands can particularly affect women academics (Caplan, 1994;
Chilly Editorial Collective, 1995) and staff from minority groups. Not only
do they tend to be disproportionately represented in the lower levels of
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pay and status (Doyle and Hind, 1998) and have less secure employment
contracts (Leslie, 1998; Chitnis and Williams, 1999), they also get called
upon to do a disproportionate amount of service work (Tierney and
Bensimon, 1996).

As the discourses of the market place are applied to HE, so academic
staff increasingly have to attend to competition and image management,
as well as to the substance of research and teaching. One face of the
market economy applied to HE is increasing casualization, with it being
said that 60 per cent of undergraduate teaching in the USA and 40 per
cent of that in the UK is not done by full-time, tenured faculty. I mistrust
the figures but believe the general message. This means that many teachers,
often women, have to juggle short-term and part-time jobs while trying
to land a full-time tenure-track position. There are more of these casual
staff than there are full-time vacancies, so there are disappointments. At
the same time there are reports of a loss of collegiality throughout HE
(Tompkins, 1992). There is less time to socialize and people spend less
time in the university because they are on a fees-per-hour-of-teaching con-
tract or because they get interrupted there, which disturbs their pressured
writing schedule. ‘Hard’ managerialism threatens collegiality: at best it
uses ‘contrived collegiality’ (Hargreaves, 1994), when people are corralled
into groups to produce plans that advance priorities decided by senior
managers. The opportunity to share and discuss good practice and prob-
lems in teaching and learning is increasingly lost and the emotional sup-
port networks are disorganized.

It is important to modify this glum picture in two ways. First, these
changes have uneven impacts. For example, 77 per cent of the 312 male
and 74 per cent of the 251 female psychology faculty in Doyle and Hind’s
(1998) survey reported that their administrative loads had increased, which
means that 23 and 26 per cent, respectively, reported no change. Second,
any objective changes to conditions of work take on meaning in conjunc-
tion with other elements in people’s systems of connections. A person’s
Jjob expectations, goals, self-theories, gender, health, care responsibilities,
race, job status and age are some of the elements that will mediate the
ways in which objective changes in the work environment are understood
and experienced. A dynamic systems approach recognizes that changes in
the workplace will tend to have somewhat predictable general effects and
that these effects will be unpredictable at the individual level because their
specific meanings emerge through the interplay of the changes with other
elements in the net. Large-scale changes in the workplace have effects
which have some indeterminacy about them. This cuts two ways. On the
one hand it means that changes can be more or less troubling depending
on the moderating effects of other elements in the systems. This means
that the experience of intensification should be affected by a faculty mem-
ber’s academic department, their self-theories, expectations and suchlike.
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On the other hand it suggests that the impact of any intervention, such as
an attempt to make a department a more collegial community of practice,
is likely to be dampened by the unchanged elements in the systems of
meaning-making.

Work motivation

MclInnis (2000) found that between 1993 and 1999 the level of Australian
faculty’s overall satisfaction with the job fell from 67 to 51 per cent. Fifty-
six per cent added that their work was a source of considerable stress.
This picture seems to be recognizable in other English-speaking countries.
Many of us have no choice but to stay in academic professions but others
have choice. Yet Altbach and Lewis (1996: 48) reported that although ‘the
vicissitudes experienced by the profession have been considerable, the
professoriate is by no means demoralized. In all but three [out of 14]
countries 60 percent or more agree that this is an especially creative and
productive time in their fields.” I suggest four ways of resolving this appar-
ent contradiction. First, Altbach and Lewis (1996: 13) write that ‘Many
report finding intellectual pleasure in their work’, a pleasure that is fre-
quently identified with research activity. Second, Blackburn and Lawrence’s
(1995) finding that most faculty in the USA wished to do a little less
teaching was accompanied by an insistence that they did want to teach.
Surveys consistently report that face-to-face teaching work is a source of
reward, although its attractions are besmirched by large classes, poorly
prepared students, lack of resources, recording, planning and account-
ability requirements, etc. (Doyle and Hind, 1998). Third, many academic
staff do find ‘spaces’ for their own interests. For example, an ethnographic
study of an English university found that underlying what was in many
respects a worsening situation was a significant residue of autonomy, work
enrichment and development (Trowler, 1998). Fourth, academic work
can have emotional rewards. Karpiak (2000) writes of mid-life faculty’s call
to care, community, creativity and consciousness, accepting, though, that
some get drawn into crisis and stagnation.

This is a picture of intrinsic motivation, of people getting psychic rewards
from their work. They may want to be satisfied with salary levels, promo-
tion prospects and the ways in which they are managed (hygiene factors)
but they are mainly satisfied or fulfilled by the intellectual challenge of
research, the joys of teaching and the emotional quality of the communit-
ies of practice in which they work (motivating factors). Psychic rewards
and opportunities for fulfilment and self-actualization in the workplace
are major sources of faculty motivation: Doyle and Hind (1998) report
that their 582 psychology teachers in HE showed high levels of intrinsic
motivation on standard measurement scales. Although faculty can be
demotivated by lack of resources, poor pay, ‘hard’ managerialism and low
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status, they are not, in the main, satisfied by improving these hygiene
factors (Evans, 1998). Hargreaves (1998) extends these ideas by pointing
out that attempts to enhance the quality of education by specifying school-
teachers’ work in ever greater detail, requiring more documentation of
policies and practices, and using the accountability methods of ‘hard’
managerialism to try to ensure compliance run a serious risk of damaging
education because teachers then find it hard to get the psychic rewards
that make the work worthwhile. The concern is that this will lead to re-
cruitment and retention problems and muftle the creativity, flexibility and
care that are so important in people-working professions.

As long as schoolteachers and academic staff can find spaces for the
work that thrills them and as long as they can get some fulfilment from
face-to-face teaching, from interaction with colleagues and, in HE, from
scholarship, then changes that make the workplace more challenging stand
a good chance of being accommodated because staff can still feel some
sense of control and reward. But, following Hargreaves, there is a danger
that reforms steer people towards backstage activities that they mislike and
make it harder for them to get the psychic rewards they seek from the
frontstage ones that they enjoy. Referring to schools, McCulloch and col-
leagues (2000: 83) wrote:

In the face of such constant, mandated change and of threatening
accountability procedures. .. teachers may learn helplessness...
believing themselves to be victims who are scarcely able to shape the
patterns of their work and find rewards in it. The ensuing passivity,
disillusion and defensiveness, sometimes manifesting themselves as
cynicism, obstructionism or anger, are hardly conducive to good
schooling . . . stress and ‘burn out’ are more likely.

Of course, disillusioned people continue to do academic work and some
are mainly motivated by extrinsic rewards, but because professional work
requires the non-routine exercise of expert judgement, it thrives on creat-
ivity, intuition, dynamism, insight and the other qualities that come from
pleasured commitment, not from extrinsic motivation.

These ideas about motivation are extended in Chapter 4. Enough has
been said here to establish that faculty’s motivation is at risk from changes
in the world of work generally and in HEIs in particular. Their profes-
sional identity as teachers may be especially vulnerable because teaching is
often, but not invariably, ranked second to research and because many of
the changes described in the previous section bear most heavily on teaching-
related activities. To put it another way, one way of strategically redefining
academic work is to avoid many of the changes by concentrating on re-
search, erasing teaching from one’s professional identity. Yet, although
structural changes may not favour a commitment to teaching, I want to
suggest that it is still possible for individuals, especially when they work
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in well led subject departments, to teach well and enjoy it. A short account
of research on faculty’s mental well-being sets out some of the bases of my
claim.

The mental well-being of academic staff

Edworthy (2000) reported that stress in further education colleges could
be fuelled by: a lack of resources; overfull timetables; problematic stu-
dents; a breakdown in communication between ‘management’ and others;
apparently discriminatory practices, with some people not being rewarded
for their achievements; meetings; shared workrooms; car parking; and the
erosion of the psychic rewards that come from working well with students.
Much the same is likely to be true of higher education. Yet while such
conditions affect the incidence of mental dysfunction at the group or
population level, they do not determine the well-being or dysfunction of any
individual. Structures and environments have influence but people draw
on the same repertoires of scripts and schemata yet experience the same
environment in different ways thanks to their biographies, expectations,
self image and dispositions. So, ‘the effects of stressful conditions are not
uniform but depend on individual differences in personality — for example,
the pattern of motivation and beliefs of those exposed to a stressor — as
well as other external conditions that make a difference in the way situ-
ations like this are experienced’ (Lazarus, 1991: 414).

To give another example, it is widely held that people with Type A per-
sonalities (a strong need to control and achieve, competitiveness, showing
chronic haste and impatience, tending to be confrontational) are more
liable to stress than are the more laid-back Type B people, which means
that the same changes in work conditions can stimulate very different
effects on Type A and Type B people. Again, the workplace is only one
of the environments in which an individual acts and the impact of the
work environment is related to the ‘personal capital’ that the individual
invests in it (Halford and Leonard, 1999). So a work environment that
is not conducive to mental well-being is likely to have greater impact on
people for whom work looms large in their lives than for those who treat
it otherwise.

That is not to deny that structural factors are significant: for example,
women workers often have to manage ‘double careers’ as employees and
as home-makers, so it is not surprising that women may be especially
vulnerable to stress (Thorsen, 1996). Yet HEIs and communities of prac-
tice, such as departments within them, differ in the emotional ranges that
may be expressed, with some expecting emotions to be hidden (Hochschild,
1983), while others permit greater authenticity (Putnam and Mumby, 1993).
In such ways workgroups moderate structural variables. At the individual
level, well-being is associated with a sense of control: those who feel that
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they have a suitable degree of control in their environment tend to feel
less stressed and threatened than those who feel less empowered (Fisher,
1994). Rahim and Psenicka (1996) suggested that feelings of having con-
trol related to the extent to which stress was reported in situations of role
overload. Perry and colleagues (1996) found that new faculty with a low
sense of control were less successful than colleagues who were rated highly
on the locus of personal control. Thorsen’s definition of stress implies
that control is central: ‘Stress [is defined] as that which occurs when
one perceives that the demands of the environment clearly exceed the
resources to handle them’ (Thorsen, 1996: 472). As noted above, there is
also a dynamic element to this. Some research on workplace stress has
suggested that the fact of change is as significant as the nature of the
change itself (Murphy, 1988; Fisher, 1994). New entrants into a workplace
may not have problems with some of the things that vex established
workers who have known different conditions and who may view the present
through an interpretative filter of nostalgia. It can be argued that changes
affect established workers’ perceived levels of control in their environment,
and possibly have an impact upon their self esteem. ‘Evidently’, concluded
Murphy (1988: 324), ‘it is less stressful never to have had control than to
have had it and lost it.’

Furthermore, where some will attribute things to stable forces that are
outside their control, casting themselves as victims (of their own lack of
intelligence or innate character, for example), others explain the same
situation in terms of changeable factors (not working hard enough or
thinking carefully enough, bad luck etc.) that will change or that they
can affect (by working harder or working smarter). Self-theories (Dweck,
1999) matter, connecting to the meanings we make about work and life in
general. Some people’s self-theories, consolidated by repeatedly seeing
themselves as lacking control or as failing, amount to learned helpless-
ness, which has been seen as a contributor to stress and dis-ease. Seligman
(1998) argues that optimism can be learned, or, to use Dweck’s language,
self-theories can be encouraged that support perseverance, strategic think-
ing and a tendency to see oneself as having potential in situations that
will generally afford some spaces for manoeuvre. Environments of certain
quality — ones that are person-centred, empathic and empowering, ones in
which people are encouraged to make attributions to factors that they can
influence — are conducive to learned optimism and positive self-theories
and make fulfilment and self-actualization in the workplace more likely.

There is a lot of evidence that being a teacher in higher education is
compromised by intensification, the unwanted importance being placed
on backstage work and inflationary expectations of research output. How-
ever, teaching can still offer valued psychic rewards, especially if we can
find ways of retaining control where it matters and teach ourselves ways of
experiencing that are affirmative, not defeatist. This view of teaching is



Being at work in higher education 15
about technique and commitment, but also about integrity, self-knowing

and persistent attempts to turn others’ expectations to our advantage. It is
to such ways of being a teacher in higher education that I now turn.

Informed practices

This section follows connectionist metaphors in exploring ideas about
practices that help to make the workplace congenial to our work as aca-
demic staff. The metaphors imply that action could be taken at many
levels — national, state or provincial, professional association, HEI, depart-
ment or team, and individual. It could also take many forms, addressing
beliefs, structural inequalities, emotions, practices or sources of dissonance,
for example. Notice, though, that connectionism implies that the out-
comes of any action are often uncertain because there is no one-to-one
correspondence between change in one element and change in any other.
Recognizing that interventions at one place in a system may not con-
nect to other elements in ways that lead to the intended outcome, Fullan
(1999) argues for systemic action to encourage change. This implies that
attempts to improve faculty’s experiences as teachers would involve action
at several levels and in several forms. Even then, complexity theories tell
us that the unchanged elements in the system may be connected in ways
that dampen the effects of the interventions and attract the system back
into more or less the same cycles of behaviour (Knight, 2002d: Chapter 6).
Here and throughout this book I am criticizing widespread, individualized
approaches to teaching quality that say that we can all be good teachers
if we get the right messages and act seriously upon them. If that were the
case, it would follow that tepid teaching would be an individual, moral
failing whose remedy would lie in making people go to more workshops
and take their own teaching more seriously. I argue the opposite, saying
that if guilt is in order then those who connive in systems that make it
so hard for excellence to emerge should be feeling guilt, not honest
teachers. Better teaching does, of course, take well informed people
with goodwill and individuals can become excellent, but widespread good
teaching needs systemic expectations, processes and leadership to favour
it. I have suggested, though, that there is a case for saying that higher
education environments are progressively becoming more inimical to good
teaching. Ironically, much more attention is simultaneously being paid to
educating individuals to teach better. One interpretation is that this steady
normalization of the discourses of personal professional development is a
ploy to make the victims responsible for their own rescue. An implication
would be that teachers could often be kinder to themselves by recogniz-
ing the limits to what they, alone, can achieve. There are other sites for
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intervention to improve teaching quality, as a glance at Figure 10.1 will
indicate.

I think the academic department is the prime site for educational im-
provement. Ramsden (1998a: 63) identified it as the key organizational
unit in universities: “There is evidence that the environment of academic
departments —including their leadership —influences the quality of teaching
and learning in universities.” Departments can be considered as ‘activity
systems’ (Blackler, 1993), as the organizational sites in which workloads
are determined and done. They are also communities in which the mean-
ings of change are explored and constructed. The emotional quality of
work is partly created in subject departments, and stress and joy are experi-
enced (or not) through the mediation of their structures, routines and
cultures.

Obviously, departments are connected to the HEI and are subject to its
budgets, policies and accountability procedures. Yet departments in the
same institution differ considerably as work environments. In secondary
schools and HE it has been found that attitudes, self-theories and workplace
cultures vary from department to department within the same institution
and between departments teaching the same subject in different institu-
tions (Knight and Trowler, 2001). In other words, departmental-level action
may be the most promising way to try to affect the ways in which institution-
wide structures are perceived in faculty’s working lives. Informed teaching
practices, then, would largely be local practices, although ‘local’ does not
mean ‘disconnected’.

Underlying the practical suggestions that follow is a distinction drawn
by Dr Rob Buckman, a Toronto oncologist, television presenter and com-
edy performer. Talking about alternative medicine to an audience of
physicians and medical students he argued that there was slim research
evidence that it made patients medically better, although he acknowledged
that four alternative treatments did seem to do some good. But, regardless
of medical effectiveness, it often made them feel better and for this reason
cancer doctors such as himself should take it seriously. Some of the prac-
tices I mention below can reduce the objective workload but others are
justified because they can touch the way we feel about what we do. Box 1.1
contains ten suggestions for things departments can do to ease the experi-
ence of work.

It is somewhat misleading to single out leaders and identify things that
they might do because there is a case for saying that leadership is not so
much what a head of department does as practices that are distributed
throughout systems — the dynamic outcomes of webs of connections (Knight
and Trowler, 2001). Yet, there are people who are recognized as leaders.
Leithwood and colleagues’ (1999) account of what good leaders do estab-
lishes some benchmarks for leadership practices that are sensitive to the
quality of working life. Good leaders:
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Box I.I Department-level actions to ease the experience
of work

| Taking time to think about ‘the ways we do things around here’ and why
it is thus. Most organizations do pointless things and resist doing things
better. For example, an enormous amount of time is spent on grading
student work but there is a case for marking less (Knight, 2000; and
Chapter 9 of this book).

2 Seeking appropriate efficiencies. That does not mean reducing the staff
time needed to teach a course, only then to fill it with fresh busy-work.

3 Using known and simple systems for keeping records. One way to get
such systems is to assume that no records are needed unless a compelling
case can be established to the contrary.

4 By extension, trying to substitute professional interactions for bureau-
cracies and paperwork, and trusting that colleagues will do good things
in their own ways unless there is good reason to operate on low-trust
assumptions.

5 Helping support staff to be as effective as possible. This may mean, for
example, encouraging them to close their doors sometimes so that they
can work without interruption.

6 Managing meetings well. This advice is so often repeated that there must
be some doubt whether it really is practicable.

7 Working on the assumption that long hours of work on compliance
activities (marking, teaching preparation, record-keeping, course planning,
writing specifications, doing self-evaluations) is a sign that there is some-
thing wrong in the department, not a failing in the individual.

8 Having a workload distribution system that is fair and based on known
criteria. Resentment makes a workload seem heavier than it might other-
wise feel.

9 Fostering collegiality. A great deal of learning can happen through collegial
interchanges and, at the same time, great security can come from mulling
over problems or discussing problems with others. Collegiality may re-
duce workloads by stimulating new ideas and the support and sense of
belonging may help to make them feel less intense. Writers on modern
organizations (for example, Hesselbein et al., 1996; Allee, 1997; Goleman,
1998) commend teamwork, equality and collaboration.

10 Routinely approaching new demands and problems as things that can be
accommodated in ways that should not cause great upsets to the depart-
ment. This is learned optimism at a departmental level.

1 Ensure that strategies for problem-solving are available and shared.

2 Periodically clarify, summarize and synthesize perspectives on progress.
3 Stimulate commitment to task completion.

4 Promote innovation and collaboration.
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5 Draw out all team members’ knowledge.

6 Surface their assumptions.

7 Encourage the expression of diverse opinions and open enquiry.
8 Foster the development of shared interpretations.

For me the first four often mean that leaders listen to what colleagues
say and then put together ‘mock ups’ as objects for further considera-
tion. An example of this is the case of a team required to respond to a
demand that all coursework be second-marked. The leader introduced
discussion by saying that this need not mean second-guessing a first mark-
er’s grades, but could be a way of inspiring professional conversations
about students’ achievements on a particular task and about appropriate
ways of producing marks and advice for improvement. Framed like this,
the task became more manageable and worthwhile. The leader then pre-
sented draft guidelines and second marking protocols for discussion and
revision. In this way a problem that tied some departments in knots was
quickly brought to a collegial conclusion without a feeling that a new
burden was being imposed. This leader, who brought similar creativity to
the university’s demand that the department introduce a staff appraisal
system, helped to make innovation, collaboration, task completion and
problem-working a matter of practice. Leithwood’s next four points
are more directly about evoking collegiality and incorporate the common
advice on the development of interpersonal relations based on mutual
respect, trust and tolerance of well intentioned failure. A remark that
applies to all eight points is that improvement is a slow and incremental
process, not a matter of root-and-branch change. So, in addition, leaders
do well when they:

9 Recognize that colleagues have different biographies, bring different
things to deliberations, learn faster or slower and have different needs.

10 Know that learning comes from errors, which means that well inten-
tioned errors are acceptable, even desirable.

11 Accept that people learn best when their sense of self is not under
threat, which means that confrontational methods have their limits
and that respect is important.

A holist view of people and their work lies behind these ideas about
leading. It is quite neatly captured in a summary of a professional devel-
opment course that McLeod and Jennings (1990: 69) ran for IBM (UK). It
included ‘gestalt work, personal construct theory, guided affective imagery,
Chinese philosophy, psychosynthesis, and using the right-hand side of
the brain’. While leaders will seldom dare to act publicly on the basis
of 360° views of people as systems of feelings and thinkings, being and
doings, we may benefit from doing it for ourselves. Box 1.2 contains 14
ideas.
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Box 1.2 Things individuals can do to ease the experience
of work

Take the view that working long hours is a sign of incompetence, not
a mark of distinction. Campbell and Neill (1994) write that the hours
British schoolteachers work would be evidence of poor professional prac-
tice in some other countries.

Having taken a view of how much time to spend on work you are
required to do (and remember that backstage teaching work is usually
less satisfying than interactive teaching), roughly allocate time to individual
tasks. For example, it might be that a book review is worth the time it
takes to read the book plus reflecting time plus two hours writing time;
written comments on essays might be fitted into five minutes apiece by
restricting yourself to headline points; skim all e-mails except those that
matter, except when you are very busy when it makes sense to delete
them unread. Etc.

Think frequently, write often. Many of us can easily find ourselves straining
to write and wasting a lot of time in the process. One novelist remarked
that she had written her next book and all that remained was to put the
words on the page. Writing is easiest when we know what we want
to say. | find travelling time, especially walking to work, excellent for
drafting. Following Boice’s (1992) findings that the new academics who
succeeded were those most likely to do some writing almost daily, | then
aim to write what | have walked when | get into the office.

Get comments on first drafts of teaching materials, not on near-finished
products. It saves a lot of time if others identify things that need changing
before you have committed a lot of effort to making them look good.
In general, the less the ‘be perfect’ driver operates and the more we
naturally and easily seek advice from trusted colleagues, who do the
same, the better.

A lot of academic practice fetishes data collection, although it is not clear
that much is achieved by it. Why do we really create and keep assessment
data, minutes of meetings, etc.!

Try to learn ‘one touch’ techniques. That means dealing, on receipt, with
any emails, memos or letters that will take only minutes to handle. An
alternative, of which | do not approve, is to heap these papers up and
ignore them until the seventh reminder arrives. | expect we all have
colleagues who are adept at this dark side of the work-reduction force.
Decide how long a meeting is worth and leave once that time is up. Many
meetings are worth none of your time: keep face by contributing elec-
tronically and pithily in advance.

Say ‘No’.

If students can learn from each other, advise each other and give feedback
to each other, your time can be saved. Chapter 9 argues that these
practices, well used, are good for student learning.

Read widely. It sounds counter-intuitive to recommend a ruthless ap-
proach to marking lab reports only now to suggest reading ‘off piste’. The
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idea is that it can be more invigorating to read things that can help you
to re-see your research, teaching and job than to add another dreary
empirical study to a stilted bibliography. Read to vivify.

Il Physical fitness is frequently associated with mental well-being. The
endorphins that come from exercise can make work feel different and
even make teaching performance more lively. Body work, in the shape of
the Alexander technique, mindful breathing exercises, meditation, yoga
and t’ai chi, to name a few, makes a difference to a lot of people who find
that bodily well-being makes work easier — that swimming at lunchtime
makes for a better afternoon’s work.

12 Confessional practices, self-help work, emotional cleansing, neurolinguistic
programming are some of the courses that people use to try to allow
mental energies to work for them, not against them. Work demands can
become lessened as a result.

I3 Recommending that you develop ‘personal mastery’ may only be rephras-
ing things already said, inviting you to appraise your self-theories, to look
for opportunities to do things that you value and to appreciate how to
maintain and enhance personal and professional vitality. Peter Senge’s
work contains popular and well established advice on this. | prefer his
Fifth Discipline Fieldbook (1994) to his other books.

14 Colleagues seldom seem to recognize one’s successes and institutions
often see that one’s worth is defined by failings, not achievements. Nor
am | good at praising myself for things achieved. | have felt better and
worked better, though, when friends have nudged me to be kind to
myself and celebrate things | do well. We all gain, as people and as faculty
members, when we have friends, colleagues and leaders like them.

Action points

The last section contained a selection of things that could be done to try
to sustain a good work-life balance and to contain sources of dis-ease at
work. You may have found things there upon which you would like to act.
I recommend three other ways of engaging with these ideas.

1 Get together with a friend or two and roam over questions such as:
‘How could we make it better round here?’; ‘What do we do to make
things difficult for ourselves?’; and, if these are good friends, ‘How do
you see me giving myself a hard time?’

2 Again, gather together good people and spend social time looking on
what you, as a group, do well. No griping allowed. From there, move on
to looking for opportunities to create successes in the future. What
could we have done well in two years’ time? How could we enjoy getting
there?

3 Read Working with Emotional Intelligence.
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Further reading

Daniel Goleman’s (1998) Working with Emotional Intelligence is a strong and
readable book on the importance of self-knowledge and self-regulation
in the workplace. I associate it with the humanistic psychology of self-
actualization that has developed from the work of Maslow and Rogers.
This ‘third way’ in psychology has insightful critics who say that it is more
about individual autonomy than benevolence, which is the social face of
self-actualization. This implies that it inclines to sociological naivety: for
example, by marginalizing issues of formal and informal power relation-
ships. That said, the tradition has much to say about what individuals can
do for their own fulfilment in the workplace and in life generally. Goleman
also has a complete section on ‘The emotionally intelligent organization’.

Richard Sennett (1998) gives a lively analysis of what is happening in
the world of white-collar work in his book, The Corrosion of Character. A theme
of this chapter, though, is that the structural changes that he describes
can be mitigated through one’s own self-theories and through sensitive
communities of practice. Paul Trowler and I elaborate that in chapters 5
to 10 of Departmental Leadership in Higher Education (Knight and Trowler,
2001).
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Learning teachers,
learning students

A stance

In Chapter 1 faculty work was considered in something of an undiffer-
entiated fashion but now the work of teaching is increasingly to the fore.
Where Chapter 1 considered ways of being in work environments, this
chapter is more about ways of learning in them. I develop this position
with reference to activity theory, ‘actor...network’ thinking and ideas
about the interplay between the explicit and tacit. These theories lead to
the simple proposition that learning is something that happens in normal
social practices, as well as more formally when learning is intentional
(Eraut, 2000). Once established, those ideas about situated learning are
used in Chapters 3 to 6, where motivation and the different experiences
of being a teacher are explored. A stance that unites these four chapters is
that the quality of our work settings affects, by infusion, what we learn, do
and feel. Some work environments are good learning environments and
provide a superb place from which to manage a career (see also Chap-
ter 13). In some the daily practices exude enthusiasm whereas others
leach it away; some make it easy to succeed as a novice while others make
it easy to hope for retirement. Being a good teacher is indeed affected by
policy statements, staff development workshops and command of new teach-
ing techniques but the ways in which they all work out, motivate and
influence us is enormously dependent on the way a workgroup, department
or institution routinely rolls along. Good environments — teams, depart-
ments and universities — make for abundant good learning

Key points

1 Learning is more complex than might be assumed. (So good teaching is
as well.)
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2 Good teaching is a personal and a social triumph. (Good learning too.)

3 Despite obvious differences, there is symmetry between teachers’ and
students’ learning. Understandings of how people learn can inform our
learning as teachers and what we do to promote student learning.

Research

Knowledge, knowing and teaching

Ohlsson (1996) identifies two sorts of knowledge. His first is procedural or
practical knowledge, comprising sensori-motor skills (driving a car, throwing
a ball) and cognitive skills (chess). His second is declarative, propositional
or higher-order knowledge. It includes concrete facts (the mass of super-
massive black holes is about 0.5 per cent of the mass of their galaxies),
abstract knowledge of principles (Newton’s laws of motion) and abstract
knowledge of ideas (the Enlightenment). Practical knowledge is about
learning to do and higher-order knowledge is about understanding.
Crucially, he suggests that ‘successful performance’, which is what practical
knowledge is about, ‘is neither a sufficient criterion for, nor a necessary
consequence of, understanding’ (Ohlsson, 1996: 50; see also Wertsch,
1998: 132). If this is so, then tests of understanding need not be good pre-
dictors of performance, nor need polished performance betoken good
propositional knowledge. There are profound implications here for
the design and implementation of learning—teaching sequences which
have as their goal the development of complex procedural-propositional
achievements.

Shulman (1987) rejected the view that teaching is no more than proce-
dural knowledge in action and insisted that its propositional, intellectual
basis mattered too. His model of pedagogical reasoning and action com-
prised: comprehending the setting and what is to be taught; transforming
it by preparing, representing, selecting and adapting; instructing; evaluat-
ing; reflecting; and forming new comprehensions. He argued that these
processes called for seven sorts of knowledge. He had schoolteaching in
mind but I know of no better account for higher education, where attempts
to improve teaching are also so often obstructed by ‘incomplete and trivial
definitions [of professional knowledge] held by the policy community’
(Shulman, 1987: 20). The seven types are:

1 Content knowledge: science, art, geography etc.

2 General pedagogical knowledge: knowledge of principles and strategies
for curriculum and class management in general.

3 Curriculum knowledge: knowledge of the materials and programmes
that are the tools of the trade.
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4 Pedagogical content knowledge: a ‘special amalgam of content and
pedagogy . . . [teachers’] own special form of professional understanding’
(Shulman, 1987: 8).

5 Knowledge of learners and their characteristics.

6 Knowledge of educational contexts: of the characteristics and effects
of groups, classrooms, school district administration, communities and
cultures.

7 Knowledge of ‘educational ends, purposes, and values and their philo-
sophical and historical grounds’ (Shulman, 1987: 8).

It is usually easy to fault lists like this one. I do not want to haggle over
what seems to me to be a serviceable sketch of the pedagogic terrain but I
do think that there is an eighth type of knowledge to be added:

8 Knowledge of self, including awareness of our self-theories (how we tend
to explain success and lack of it), our preferred identities (who we wish
to be seen as), the values we tend to act out, and our emotional drives
and needs (Dweck, 1999; Moshman, 1999)

The eighth is prominent in descriptions of the expert practitioner in
people-working professions (Schon, 1983; Palmer, 1998), where the self is
an important means by which work is done and so personal integrity, in
the sense of an integration between what we do, what we want to do and
the values that we want to live, is important. Learning to be a teacher
therefore means learning about one’s own values, self-theories, thoughts
and identities as well as gaining the other forms of knowledge needed to
encourage that valued, complex learning which can involve the student as
a whole person. If Chapter 1 had much to say about the importance of
having a sense of personal influence over the work environment, this
chapter complements it by recommending appreciative self-enquiry as a
way of giving it directions. ‘Appreciative’ is an apt word because it says that
the enquiries should be judgemental (appreciation as weighing or judg-
ing), but it reminds us to be kind to ourselves and avoid the self-laceration
that can be implied by commonplace recommendations that we engage in
‘critical reflection’ or ‘critical enquiry’. Ludema et al. (2001) have more to
say about the business of appreciative enquiry.

These eight forms, which blend propositional and procedural forms of
knowledge, come from different sources, notably: (a) scholarship in subject
areas such as history, German and music; (b) pedagogical settings and their
affordances, such as texts, materials, finances, curriculum, organizational
arrangements; (c) ‘research on schooling, social organizations, human
learning, teaching and development and the other social and cultural
phenomena that affect what teachers do’; and (d) ‘the wisdom of practice
itself” (Shulman, 1987: 11). The list implies that some — perhaps much —
learning comes with the experience of being a teacher. While recognizing
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Mediating artefacts: spaces, ICT and other technologies,
books, physical resources, discourses

Subject: the teacher Objects of activity:
making decisions and students learning
taking action geography
Rules and conventions: concerning  Community: the teachers’ Division of labour: what does
assessment, course structure,form  communities; the teacher- the teacher do? What do
teaching should take, standards, and-student community; individual students do? What
prior learning requirements etc. students’ communities do students as a group do!

Figure 2.1 Elements of a teaching and learning system (after Engestréom 2001)

that the knowledge that teachers in higher education need is different
from the knowledge students need, I want to suggest that both roles involve
learning; that there are similarities between learning as a teacher and as a
student; and that, following Shulman’s point that knowledge comes from
different sources, they both learn from the environment and communities
of practice, as well as from more intentional and formal activities.

Teaching as one face of learning

Figure 2.1 shows teaching as an activity system, although it would be less
misleading were the line connecting subject and object to be broken,
which would make it clear that teaching is not sufficient to produce the
planned learning outcomes. I want to comment on just two of the figure’s
triangles. The first, connecting subject, object and community, makes it
clear that action (and the thinking that suffuses it) is not individual action
but an individual-and-social matter. The second shows that action is influ-
enced by three sets of affordances (opportunities and possibilities): medi-
ating artefacts, which individuals appropriate to their activities; rules, codes,
expectations and the like; and the division of labour between actors.
Notice that affordances bring limits. Rules for course design help teachers
by reducing the number of decisions they have to make, tools help them
do it and the division of labour which gives the programme director a say
on whether a course design is acceptable also gives the designer a source
of advice or guidance. Yet each of these affordances actually or potentially
limits what the designer does. There is more about affordances in Chap-
ter 10.
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Figure 10.2 extends the thinking behind this activity system diagram
and elaborates the point that learning happens through the mediated
interplay of people, settings (including communities of practice), rules
and artefacts. At this point, though, Figure 2.1 is enough to continue the
connectionist perspective of Chapter 1 by suggesting that what is learned
or taught is the outcome of shifting connections between different elements.
Activity systems interconnect and are often bunched together in com-
munities of practice, which may be joined to make larger communities
of practice or constellations of practice. For example, an undergraduate
degree programme may be understood as a complex activity system which
is located within a subject department (the community of practice). In
many universities, subject departments are loosely coupled to the institu-
tion, which is more a constellation of activity systems and communities
than an integrated entity. A minority of HEIs, notably small liberal arts
colleges, may be described as large communities of practice, in which
departments (which are communities of practice in their own right) are
tightly coupled elements of the larger community.

Power relations of differing and shifting kinds suffuse these networks,
which can be as turbulent as a bag of cats, the word ‘community’ notwith-
standing. Such internally created dissonances are one source of change,
while changes in the relation of networks with their environments also
create dissonances that can alter the activity system itself. Some systems
try to protect themselves by putting a lot of effort into boundary mainten-
ance, fighting off change with the ‘not invented here’ routine. Others,
especially vibrant learning systems, treat boundaries as places to learn, and
they sponsor boundary-crossing, boundary-pushing activities as ways of
strengthening themselves through continuous adaptation (Wenger, 2000).
Analyses such as these are compatible with sociological ‘actor . .. network’
thinking, which is concerned with networks,

which configure ontologies. The agents, their dimensions, and what they
are and do, all depend on the morphology of the relationships in which
they are involved. For example, a very simple variable such as the length
of the network, or the number of connections that an actor has with
different networks, determines what the actor is, wants and can do.
(Callon, 1999: 186)

I return to the theme of change in Chapter 12. Here I simply say that
naive views about the impact of teaching on learning — and, by extension,
of how we learn to be better as teachers — are not easily reconciled with
the simplified complexity of Figure 2.1; nor is it helpful to imagine the
teacher as a lone, heroic figure whose achievements are hers, or his, alone.

Figure 2.2 presents learning in a different way. ‘Teaching’ is not men-
tioned: indeed, there is an implication that we should begin by asking,
‘How is learning possible?’ and accept that a legitimate answer will be ‘It
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happens’, which has radical implications for the ways in which we try to
promote student learning and for our own learning as teachers. Engestrom
(1999), currently the bestknown proponent of activity theory, is critical of
the work of Nonaka and Takauchi (1995), which, modified by ideas taken
from Kolb (1984) and Spender (1998), underpins this figure. I agree that
Nonaka and Takauchi’s analysis is not as good as Engestréom’s when it
comes to exploring the dynamics of what he calls ‘expansive learning’
episodes. That said, I stand by Figure 2.2 as a pointer to the significance in
the long-term operations of workgroups, communities and systems of: tacit
knowings; the dialectics between tacit and explicit; the interplays between
individuals and groups.

I will begin by looking at the four major areas, emboldened and
numbered 1 to 4. The double-headed arrows connecting them indicate
two-way flows between these four cells but they fail to show that there are
leaks in the system and that what ends up in one cell has an uncertain
resemblance to anything in either of the cells with which there is com-
munication. Although Figure 2.2 looks like a hydraulic system, the reality
is more like a plasma.

The lefthand side of Figure 2.2 distinguishes between a person’s tacit
knowing and explicit knowledge. Much knowing is tacit and the more
expert we become as teachers the more intuitive and automatic our prac-
tices will tend to be. Although it may lie somewhat outside the reach of
consciousness, tacit knowledge is the bedrock of experts’ fast, intuitive
judgements and actions. They find it hard to put this expertise into words
and are likely to find that their skill crumbles if they try to bring to bear
the calculative rationality that the textbooks teach novices (Dreyfus and
Dreyfus, 1986). This implicit knowing comes from many, often informal,
sometimes subliminal sources (Eraut, 2000) and is liable to elude conscious-
ness (Donnelly, 1999). Some of these sources are shown by the arrow that
points diagonally from the top right corner to the practices of the com-
munity or system and also by the one coming from the top left which
alerts us to the contribution of things as diverse as our own experiences of
being taught and of learning, parenting, films, television, faiths, beliefs
and travel. In the words of Anderson and Skinner (1999: 252), ‘learning
occurs “through the job” rather than “on the job” and is supplemented by
technical books and attendance at short seminar/presentations on speci-
fied topics’. Again, ‘Good office designs can produce powerful learning
environments. But much of that power comes from incidental learning.
For example, people often find out what they need to know by virtue of
where they sit and who they see rather than by direct communica-
tion” (Brown and Duguid, 2000: 72). Rosenholtz’s (1991) research into
Tennessee elementary school teachers, Becher’s (1999) interview study of
professionals and Chivers and Cheetham’s (2001) survey of 452 people in
20 professions all say much the same.
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Explicit knowledge of how to teach, perhaps related to McKeachie’s
world-famous Teaching Tips (1994), is linked to implicit knowing. It is
stabilized and commodified, coming partly from direct instruction, books
and the like, and partly from trying to capture tacit knowledge through
reflection or metacognition. In the past 20 years a great deal of faith has
been put in the notion of ‘the reflective practitioner’ and the idea that
reflection in, on and for practice is a promising way of improving the
quality of espoused theories (propositional or explicit knowledge) and of
practice (procedural knowledge and tacit knowing). As with many endur-
ing educational ideas, its rhetorical appeal has outstripped the evidence.
Schoén’s (1983) account of reflection-in-action has been criticized for
inconsistency (Eraut, 1995). Meanings (and confusion) have proliferated
as the term has attracted more advocates. Some objections, well captured
by Donnelly (1999), are that reason has only limited access to that which
drives our actions, which rather limits the promise of reflection for
improving practice. Others note that reflection easily gets confused with
any old thinking, which devalues it (Parker, 1997). A related problem
is that reflection can become ‘closed-circle’ thinking where the essential
rightness of existing thought and action is confirmed or is only mildly
troubled. A further objection is that researchers with psychological expert-
ise in learning theory are inclined to talk of metacognition (Hacker et al.,
1998; Moshman, 1999). They see reflection only as a means to metacognitive
awareness, which includes knowing what one knows, having strategies for
getting and using knowledge, and knowing one has those strategies. Where
reflection is a means to an end, the concept of metacognition carries with
it an idea of what the ends of reflection might be. This returns us to the
idea that it is unwise to praise reflection indiscriminately, and that it is not
unchallenged as a way of conceptualizing the conversion of some tacit
knowing into explicit knowledge. These themes are revisited in Part 2.
This summary has been enough to caution against putting overmuch faith
in reflection (or metacognition) as a means to improve teaching or any
other practice. That is not to dismiss it completely, since I argue in Chap-
ter 11 that it is necessary as a part of good self-evaluation.

The right-hand side of Figure 2.2 is about the social nature of expertise,
referring to the interplay of tacit and explicit knowings in a workgroup,
community or system. The main difference is that there is usually a greater
emphasis on getting explicit knowledge into practice: that is to say, on
turning the propositional knowledge that has been identified as useful
into improved procedures. These change management processes are out-
lined in Chapter 12 and in many books and papers (Fullan, 1991, 1999),
so it is enough to notice here that there are very good reasons why these
processes no more lead to practices that mirror faithfully the plans than
do attempts to bring individual tacit knowing, as expressed in action,
under the control of explicit knowledge.
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The connection between explicit and tacit is bidirectional, which means
that explicit knowledge can, in some measure, be constructed by inter-
rogating the tacit knowledge embedded in practices. This is no easier a
task at the workgroup level than it is at the individual level, not least
because there is a long history of treating the contingencies of tacit
workgroup knowledge as defects that account for practice falling short of
theory. Although the rationalist ontologies and epistemologies that are
behind these assumptions are not strong in modern philosophy, they still
fascinate some who downplay specifics and seek generalized, contextfree,
easily transferred and commodifiable knowledge.

The direct horizontal links between the individual and the community
suggest that people learn, as individuals, from groups and that groups
also learn, sometimes slightly, from individuals. So, a new faculty member
entering a community brings her tacit knowledge, expressed in the way
she teaches, and her explicit knowledge, which might be seen in her
contributions in teaching committee, to the community and thereby
affects it. In this case there is a likelihood that the community’s practices
and policies will make a greater impact on her, socializing her into estab-
lished ways, as modified by herinfluence on the community’s knowing and
knowledge. This ‘apprenticeship learning’ (Guile and Young, 1998) is a
theme of the next chapter.

Following the remark that Hewlett-Packard would be invincible if Hewlett-
Packard only knew what Hewlett-Packard knew (Dreyfus and Dreyfus,
1986), there has been a great interest in how these horizontal links can be
improved so that socialization is better (top row, right to left and, to a
lesser degree, bottom row, right to left) and the community has access to
the sum of individual knowledge (bottom row, left to right). Of course,
this implies that there are serious concurrent attempts to turn as much
tacit knowledge as possible into codifiable, transmissable explicit know-
ledge (Nonaka and Takauchi, 1995; Davenport and Prusak, 1998). The
strategies used to move and change knowledge need not delay us here.
It is sufficient to note that there is a lot of emphasis on ‘knowledge man-
agement’ by means of encouraging informal interactions, collegiality and
non-formal learning opportunities, whence unexpected, unplanned and
fruitful learnings will happen.

At the shaded centre of Figure 2.2 is Kolb’s (1984) sketch of the mental
activities associated with learning. Unfortunately, his complex account of
experiential learning is usually trivialized as a learning cycle and the psycho-
logical and philosophical depths get missed. In fact, experiential learning
means much more than just learning from physical activity; Kolb repres-
ented his ideas with a cone (the ‘learning cycle’ was its base); and cogni-
tion was kept in place as one part of human experience. For Kolb, learning
involved a dialectic between apprehension, which he described as some-
thing that could go beyond the reach of cognition, and comprehension,
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an active process of selecting and sense-making directed at that which is
apprehended. His account had a second dialectical interaction, that be-
tween intention (which is rather metacognitive with its call to look inwards
and reflect) and extension (which is outward looking, concerned with
action and engagement). This picture of learning as something emerging
from interacting processes complements the overall theme of Figure 2.2,
that it is varied and dynamic. If Figure 2.1 alerts us to the range of influ-
ences on what we do, think and feel in workgroups, networks and com-
munities, Figure 2.2 suggests that we learn in many ways simply by being
so connected. ‘Actor ... network’ thinking points in the same direction,
to the complex plasma in which we are, act and learn.

This has considerable implications for thinking about how best to
foster continuing professional development or to help students to learn.
For example, it has been suggested that ‘Teaching and education, from
this perspective, are not simply matters of putting students in touch with
information . . . they are matters of putting students in touch with par-
ticular communities’ (Brown and Duguid, 2000: 220). It also puts the
business of learning as a teacher in a different light because it suggests
that the quality of the department, team or other workgroup contributes
considerably — perhaps more than anything else — to pedagogical learning,
and that one’s worth as a developing teacher is not reducible to workshops
attended or certificates earned.

Informed practices

Let me turn from teachers to students. Much of what we expect students
to learn may be propositional but not only are there many professional
disciplines in which procedural knowledge is valued, there is also an increas-
ingly strong conviction that higher education should also develop generic
attributes and contribute to students’ employability. Whatever precise mean-
ings are given to ‘employability’, there is a tendency to identify it with the
possession of core, or key, skills at the very least. ‘Employability’, like many
aspects of professional competence, is essentially a procedural, ‘knowing
how’ concept and so wherever higher education claims to be enhancing
student employability, it follows that the curriculum should be designed
to sustain the creation of procedural as well as propositional knowledge.
If Figure 2.2 is a fair model of how some learning happens, then it has
enormous implications for such complex learning goals. If employability
includes skills, then the curriculum needs to be skilling, which means
designing it to be a medium in which tacit knowledge grows and which
contains plenty of opportunities for the tacit to seep into explicit forms
and disperse through the connections that constitute learning communities.
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This is all the more so with teachers’ professional development, partly
because teaching is a complex set of learning achievements and partly
because it is about stimulating equally complex propositional and proced-
ural learning in others.

What would count as good learning about promoting learning?
Shulman’s analysis suggests that this professional learning should be wide,
covering all but the first of his seven forms of pedagogical knowledge.
Ideally it would involve diverse practical teaching experiences on the prin-
ciple that tacit knowledge arises from what we do and that what we do is
influenced by the activity systems and communities in which we are. There
is something here of an idea that has sometimes been practicable in school-
teacher training, namely that learner-teachers should work in several dif-
ferent settings, each of which is suffused with an effective commitment to
children’s learning. Teachers in higher education who by choice or neces-
sity have worked in several departments come closest to those student
teachers. There is, though, a good chance that what they shared will have
been average or indifferent practices, especially in communities dedicated
to research, where teaching may have been enjoyed as a sideline without
there being any great appreciation of the importance of fostering com-
plex and diverse student learning. It is not enough to hope that we can
learn to be teachers largely through being in several activity systems com-
mitted to effective student learning. Table 2.1 identifies other means of
learning to teach better.

Action points

Being a good teacher has been clearly associated with the affordances —
the opportunities or possibilities — that a department contains, so that
teaching quality is closely related to the ways in which a department rou-
tinely operates and the opportunities for learning that it creates. This puts
heads of department in a position to have a considerable impact on their
colleagues’ teaching. One way of capitalizing upon this is to consider what
people might learn about teaching from the ways in which a department
routinely operates. It might be useful to get an outsider to help with this
task because insiders can find it hard to see the learnings that are inexorably
promoted by subliminal practices. This review should lead to some incre-
mental actions to enrich the messages embedded in ‘what we do around
here’.

Perhaps a qualified inaction point is appropriate for individual faculty
members. Learning to teach better may involve being mindful about that
as an aim and then trying to do it easily, in small ways, with what is ready
to hand. Bricolage — tinkering — has a lot going for it as an approach to
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teaching improvement, although there are times when rapid and radical
learning is necessary, as when one is becoming established as a teacher,
facing review by powerful people with different ideas about good practice
or working in a project that compels experimentation. Nor in praising
mindfulness in small things do I mean to offer a principled justification
for being an educational ostrich and not considering anything new. Yet
small changes can be big changes in the sense that theories of complex
systems say that a run of small changes can amount to something notice-
able and that enough of them may trigger a substantial or phase change
(van Geert, 1994). Networks can sometimes change radically when sufficient
new connections are formed and enough old ones forgotten.

Finally, the more we feel that the ways in which we learn are similar to
the ways in which students learn the better, especially if we can frighten
ourselves by trying to learn tough, new material.

Further reading

The Social Life of Information (2000) is a readable summary of Brown and
Duguid’s work. They explore the idea that learning is a social phenom-
enon (‘where one person’s knowledge ends and another’s begins is not
always clear’: p. 106) and argue that it happens in ways that are easily over-
looked (because we are so accustomed to see learning in terms of planned
events) and that ‘knowledge doesn’t market very easily . . . it’s hard to detach
and circulate’ (p. 215).

Although Lee Shulman’s 1987 article ‘Knowledge and teaching founda-
tions of the new reform’ comes from his concern with schoolteacher educa-
tion in the USA, his analysis of what we need to know in order to teach
well is a good one. Re-reading it, I am struck by the gap between the
professional development practices it implies and what pass as ‘teaching
in higher education’ programmes in several states, provinces and nations.
Start reading it on page 5.
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Being a new teacher

A stance

The first years in academic work are a time when tensions between differ-
ent calls on our energies and on our range of identities resolve into a
pattern that can suffuse a career. These years, then, are important for new
academics and it is important that they are well guided in their early years.
For example, Boice argues that ‘the first years for new faculty are formative
and lasting . . . early experiences in the classroom . . . and in other academic
activities, such as publishing ..., predict more about career habits than
any other formative period . . . Once under way, career paths may be hard
to change’ (Boice, 1992: 40). Again, ‘you will discover in some future year
that your career as an academic . . . [has] been affected by your decisions
now — at the start’ (Gibson, 1992: 129). If early socialization is deficient,
then the longer-term prospect for higher education is a worrying one,
especially when higher education is increasingly mandated to extend and
improve its performance — by teaching more students better, and by en-
hancing students’ key or transferable skills, for example (Harvey and Knight,
1996; Jones, 1996). New academics’ postgraduate work will have prepared
them as researchers but not for these new and extended teaching roles.
If their early experiences in their first academic appointment do not pro-
vide a good grounding in these new orientations, they are likely to use
their own experiences of being taught as the template for their own work.
Personal frustrations and institutional disappointment may ensue because
our learning experiences, as clever people who have become good at the
academic game, are not trustworthy guides to helping students — an increas-
ingly diverse group of people — with the complex business of understand-
ing subject matter, developing subject-specific and other skills, appraising
their self-theories and refining their metacognitive processes.

This chapter contains advice for new entrants into academic life and
ideas about approaching a balance between the scholarship of teaching
and the rival charms of the scholarship of discovery.
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Key points

1 Emotional unease and stress are to be expected: role conflict, overload
and feeling like an impostor are usual among new academics.

2 Induction and mentoring practices are variable in quality and new
teachers should be prepared to take a responsibility for their own learn-
ing and passage into the community of practice.

3 As was said in the previous chapter, much learning comes from the
natural, normal business of being in a community of practice. Once this
is understood, new teachers are better able to capitalize upon it.

4 Developing the scholarship of teaching means taking risks, although
specializing in the scholarship of discovery means taking other risks.

Research

The increased risk of being a new academic

Teaching and academic life generally have changed in the past quarter of
a century and will continue to become different. Henkel records that the
experience of becoming an academic in Britain in the 1960s and 1970s
was that of ‘another era . .. a golden age in which individuals were free to
pursue their own goals at their own pace’ (Henkel, 2000: 167), which
could be a very leisurely pace. Posts were easier to get, a first was a great
help but a PhD was not vital, especially in polytechnics where research was
not something that staff were generally expected to do (although people
did research out of interest or to undergird their teaching). Young staff
‘were assumed to be functioning, independent practitioners, within the
dominant norm of self regulation’ (Henkel, 2000: 169).

The 1980s and 1990s were different. Senior academics saw their younger
colleagues having ‘a more sophisticated understanding of the demands of
an academic career and the skills and knowledge to be successful. They
were also perceived to be more focused and efficient in the allocation of
their time’ (Henkel, 2000: 265). Young faculty members had paid a price
for these gains. Scientists often had to do up to ten years of post-doctoral
work before getting a permanent academic post, if, indeed, they ever got
one. To survive in this risky environment they had to be ready to change
directions to accommodate work and opportunities on offer. Degrees of
academic independence on appointment were found to vary, especially
between pre- and post-1992 universities. In the humanities and social sci-
ences Henkel found wide differences ‘in the extent to which individuals
... had had to struggle to achieve their ends’ (Henkel, 2000: 174). The
experience of short-term contract work was common and was combined
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with a constant pressure to compete, particularly by publishing. The
importance of networking and becoming recognized as a member of the
community of practice was emphasized. These newer academics expressed
strong commitment for their subjects and had ‘incorporated theory and
practices from pedagogy in their approaches to teaching’ (Henkel, 2000:
265), not least because appointing committees looked for evidence of
teaching competence. Consequently, tensions were commonly reported
between the imperative to perform as a researcher and the market need
to be seen as a good teacher, tensions that many faculty continue to feel
throughout their careers. Regardless of discipline, the 1980s and 1990s
appointments game was more complex and riskier than it had been in the
‘golden age’ of the late 1960s and early 1970s. The risk to individuals is
obvious but the risk to HEIs that feel themselves to be competing on every
front for funds, students and reputation is hardly less.

Paul Trowler and I (Knight and Trowler, 1999, 2000; Trowler and Knight,
2000) have studied the experiences of people entering their first full-time
post and what follows draws heavily on that work. Their words help us to
appreciate the personal risks in steering a passage for tenure. The next
section builds on their insights in offering advice to academic leaders and
new faculty members on how new staff can embrace a scholarship of
teaching.

New teachers talking

Course-based induction arrangements were available everywhere but they
were not a good fit with actual learning needs. One informant said, ‘I
didn’t go [to that induction session] but that’s ... because I'll ask next
door’, and another, ‘In actual fact the most effective way of helping me to
get into things is just informal.” The quality of this learning through the
job was variable. We heard horror stories of people arriving to empty or
blasé departments. For example, ‘[I needed to know] where do I get a
desk from? Who do we contact to get the computer plugged in?’ Some
had virtually to induct themselves: ‘It wasn’t really induction. They said it
was but I had to find things out I wanted to know and different people
were telling me different things. So I just learned it by asking and looking
at the handbook. Even then I wasn’t sure what the handbook means’
(Trowler and Knight, 2000: 32). Mentors should have been provided
(CVCP, 1992) but often weren’t.

We have this mentor — I think I’ve met her once and that’s it. I mean,
we got this great big handbook about the role of the mentor and all
about how you should behave with your mentor. [But] she was in [a
different section of the school] so I didn’t see her in the normal
course of [things] and she obviously didn’t really understand how I
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worked . . . So I only saw her once and she never got in contact with
me and I thought ‘well I haven’t got time to contact her.” And yet at
university [level] they put such a lot of time and effort into this,
training them and . ..

[Mentoring] was probably successful because we were committed to
having regular meetings. The bottom line was that the mentor was
prepared to put times in their diary, and we kept to it . . . we were very

rigorous.
(Knight and Trowler, 1999: 27, 28)

It was very clear that becoming an academic was largely a departmental
business and that departments, even those teaching the same subject but
in different HEIs, differ sharply from each other. ‘There are strange experi-
ences here that when I talk to people in other departments say wouldn’t
happen to them. Things that other people would be encouraged to do in
other departments you are sometimes discouraged from doing because it
means you wouldn’t be a faithful psychologist’ (Trowler and Knight, 2000:
29).

What we heard from our informants and from other research studies
is that for new academics, like older ones, ‘learning occurs “through the
job” rather than “on the job” and is supplemented by technical books and
attendance at short seminar/presentations on specified topics’ (Anderson
and Skinner, 1999: 252). Again, ‘on the job learning, working alongside
more experienced colleagues and team-working are related forms of learn-
ing which are of the greatest importance to the [452] professionals we
researched’ (Chivers and Cheetham, 2001: 71). This emphasis on the
significance of learning in activity systems which often cohere in com-
munities of practice runs the risk of inadvertently evoking rosy visions of
happy workers laughing as they harmoniously strive for the greater good.
Activity systems and communities of practice may be sites of learning,
good and bad, but that does not mean that we should ignore the realities
of power, dysfunction and discontentment. Some of our new faculty in-
formants talked about differences to be navigated within departments, not
least around competing accounts of the nature of the subject area itself:

there are divisions . . . It’s very difficult to talk of [this subject area]
as...It’s quite strange. .. to define what [this subject area] actually
is. I'm sure that if you asked anybody in [this subject area] they would
come up with something completely different because it does cover
such a wide range of areas, basically anything that . . . challenges tradi-
tional mainstream knowledge.

(Knight and Trowler, 2000: 76)

[My colleagues] don’t liase with each other so you have to create
the coherence and piece all of this together . .. There’s lots of little
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micro-politics happening here because of people’s own agendas. One
person will encourage you to do one thing and another will get you to
do something else because of theirs . . . and it’s also part of the induc-
tion process of learning what the micro-politics are . .. That’s some-
thing no one really tells you about but it’s part of the assimilation
process, the way the academic world is; the forward agenda and the
hidden agendas.

(Knight and Trowler, 1999: 29)

In such settings a fluid approach to creating a work profile is an advantage,
which implies that professional identities may be created afresh:

You have to present yourself as . . . being good in all these three areas
[teaching, research, service] and then it’s actually hard to take your-
self back out of that and say ‘well what originally was I interested in’,
or ‘what did I think I was good at?’ . .. You have to have this very fluid
identity.

(Trowler and Knight, 2000: 34).

I could see that [my priorities] might shift . . . if I moved into an area

and the Department or Dean said to me, ‘You're here to write books’

... Obviously, then I would have different views of [my priorities].
(Knight and Trowler, 2000: 77)

In some cases the need for such identity work caused stress. The inform-
ant whose words follow left academic life shortly after this interview. A
close personal relationship had been lost to the job and she saw no chance
of another while doing this work in this place. Elder members of her racial
community criticized her apparent collusion with the white men [sic]. She
felt overworked and, in my view, with her sense of self on the edge of tatters.

I didn’t come to this university as a blank slate [but] ...when I say
something . .. what I have to say isn’t considered...I went to the
Dean and I said ‘T don’t want to be socialized into this system. I don’t
know how long I'm going to last here because there are so many
things that are against who I am, in conflict with who I am as an
individual’ . . . [There are areas in which I] can’t say the kind of things
I really want to.

[Trowler and Knight, 2000: 34]

This woman, like the previous informant, found that there were extra role
expectations for women.

I do feel from talking to colleagues and students that women do get a
disproportionate number [of pastoral visits from students]...it is
women who get caught for a lot of that...I frequently get students
coming to see me and I'm not their academic counsellor at all but
they may have an academic counsellor . .. whom they don’t know or
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don’t get on with and so they tend to seek out women, I think, who
they see as sympathetic . . . [it] takes up a huge proportion of my time
and is emotionally often draining...but you're always left with a
sense of ‘I didn’t do enough, I should have done more.’

(Trowler and Knight, 2000: 35).

The problem is not simply that faculty work long hours, for this is true of
many professions. Multiple roles and multiple, usually tacit, expectations,
allied to a lack of feedback from departmental managers, were great sources
of uncertainty and unease:

I get more stressed out about things than I used to [when working
in industry]. I think that the reason for that is partly because I don’t
feel completely confident about knowing how to do things that I do
know . .. In other jobs I've had there were mainly three threads and
now there’s probably five threads.

From the point of view of a new member of staff there are insecurities.
On top of that you have ‘Am I doing it to a good enough quality?’
None of [these] things are easy to pin down. In the early days, I went
through a crisis of confidence.

(Knight and Trowler, 2000: 73-4)

The quotations that follow give a flavour of the demands of the three
main areas, research, service and teaching. This tripartite distinction is
crude and will be replaced later in the chapter. It will do for now, though.

The pressure to do research, in the sense of original enquiry, is consid-
erable and too well known to need much attention here. New academics
were acutely aware that in the social sciences and humanities research
could easily cease because other people daily demanded service and teach-
ing whereas research tended in these areas to be a much more self pro-
pelled activity with few, if any, shortterm deadlines. Deferring research
activity was easier than not preparing a seminar, although the consequences
of sidelining research could, in the long term, be far greater than those
of ‘winging it’ in teaching. The rational mind might try to insist on this
worldview but practices differed. Furthermore, new academics were not
always as fluent in all aspects of the researcher’s art as they needed to be.
For example, ‘I do need to get down to the writing, but it’s not easy and
I'm not finding, it’s not flowing when I sit down with paper: I've still got a
desk covered with heaps and heaps of paper and I still don’t know how to
file them yet, other than in the bin’ (Knight and Trowler, 2000: 75).

A Canadian informant said that he felt cold when he tried to write,
irrespective of how high the central heating was running. He could sit in
Arctic weather gear and feel frozen, in more than one sense. It is not only
that tenure, security and career hinge upon this scholarship of discovery;
so too do professional identity and, correspondingly, elements of self-
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identity and self-esteem as well. Since all informants enjoyed enquiry in
their subject/areas, it was debilitating to feel that they were not doing
enough good, for-publication research. The significance of this in the
context of this book’s theme of being a teacher is to remind us that there
are strong competitors for any investment we make in teaching.

Administrative and service work also compete for time. By administra-
tion I mean taking responsibility for the running of programmes or activ-
ities (being in charge of admissions, publicity, examinations, master’s
programmes, ICT matters etc.). ‘Service’ I use to mean contributing to
the community outside the HEI (by giving public talks, representing the
institution in local associations, serving national professional associations)
and to the HEI as a whole (for example, by being an academic adviser for
a group of students, sitting on faculty, school or institutional committees,
participating in student societies). What people are expected to do and its
‘exchange value’ — the value it has when it comes to trying to get tenure or
promotion — vary nationally and according to the status of the HEIL Like
research it can voraciously consume time but unlike research it is seldom
such a good investment in terms of career advancement. Yet service and
administration are hard to resist and conscientiousness leads many people
to serve so well that their own career interests suffer from the consequent
lack of investment in research and teaching.

[There’s] just me [as personal tutor for the first year]. So I've inducted
them all and now I’'m just waiting for the knocks to start on the door.
I’'m allowed a hundred hours now but I've used that up already typing
up registers and organizing induction.

The admin thing has consumed me since I got here . . . I've just found
it’s taken up every minute so both teaching and research have suffered
.. . Admin seems to be something which grows into as much space as
you can give it.

(Knight and Trowler, 2000: 74-5)

The dangers of service and administration are more acute for some than
others. Tierney and Bensimon (1996) observed that women and people
from minority groups face particularly high demands for service on com-
mittees because HEIs feel that these are people who should be widely
visible even though they are often few in number.

It would be quite understandable if new academics faced with demands
such as these chose to satisfice by doing a good, basic job of teaching. Our
informants aimed higher. We gave them a list of four goals for teaching in
higher education: to develop content mastery; to promote an understand-
ing of subject principles and concepts; to foster ‘transferable skills’; and to
promote personal qualities. Most of the new academics we spoke with
chose just one or two of these four aims, but ‘content mastery’ was not
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normally one of them. They were choosing the more difficult teaching
aims, ones that could be associated with attempts to encourage student
understandings and/or that have an impact on the student that goes
beyond the subject alone. These are praiseworthy, complex and demand-
ing ambitions to have because it is hard enough to teach advanced sub-
jects for understanding and it is harder still to care for the development of
skills and qualities at the same time.

Perhaps surprisingly, all but two of the new faculty members we inter-
viewed had teaching experience. Their past accomplishments did not
necessarily transfer smoothly to the new job, as might be predicted from
the emphasis in Chapters 1 and 2 on the significance of context and
contingency. For example,

teaching at the moment is much more of a strain in this job than has
been previously. The demands are higher, and the student dissatis-
faction greater. There’s much more of a sense that they are ‘paying’
for their education and they want it delivered as a consumable item
in a very neat package . . . I'm becoming less committed to [teaching]
in a sense that it doesn’t pay the dividends that it should. It’s getting
away from my research.

(Knight and Trowler, 2000: 74)

Help was wanted but ‘you were just given the course title and that was it!’
(Knight and Trowler, 2000: 74). Again, a Canadian said, ‘I don’t think that
in terms of teaching I got any help — no that’s not right, I got some notes
from someone who taught the course before, I got some assignments’
(Knight and Trowler, 2000: 74).

So, uncertainty and tension come from a drive to do well in these three
main areas of activity (teaching, service and research). The three have not
been well reconciled in HEIs. In practice they tend to compete, having
different champions, attractions and accountability systems. The problems
of creating identities in places criss-crossed by the demands of these three
areas are exacerbated by the choices that also have to be made within
each area. Uncertainty and tension come from juggling the demands of
different courses, formal and informal commitments, writing and reading,
senior and junior students, email notes and joined-up prose, administra-
tion and delegation. Heavy workloads made choice necessary for well-
being, not an option to maximize pleasure. Yet, despite having to putin a
lot of hours, all except one of our informants were, in some sense, coping
and most said that in many ways they were enjoying it. But it is not clear
how long the juggling act could be sustained, especially as one ball, research,
often seemed to be getting dropped by all except those working in the
natural sciences. One said, ‘I'm already 101 hours over my normal time-
table since September. That’s on top of my 37 hours a week’, while another
gestured wearily as she said, ‘I've learned how to juggle 15 balls, and the
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thing is that on the table over there is still another 20 balls’ (both quota-
tions from Knight and Trowler, 2000: 75). A problem is that

It’s not a job that you can go home, switch off, sit in front of the telly
or go down the pub or whatever. You're always thinking ‘I should be
doing some work.” Even things like reading a novel is a dreadful thing
to do because I could be reading something for my work . . . in terms
of personal life it’s a very time consuming job both in physical time
and emotional time which is maybe one thing that I hadn’t fully
recognized when I came here. I think it’s been hard trying to juggle
home and family and work responsibilities.

(Knight and Trowler, 2000: 76)

There were a few cases when personal identity had been defined in a
way that put professional identity in this job in its place and where social
support helped to maintain boundaries between life and work as one of its
subsets. For example,

it’s not a culture she [my wife] is unfamiliar with, so she understands
where I am coming from, and she is also very adamant about in some
cases keeping the job side [in perspective] ... She’ll say ‘enough is
enough’ and that’s good because I tune in and play with my kids. I
refuse to let anything associated with this job deter my life with my
children and my wife. And I simply won’t allow it to happen, I'll leave
the job if I find that it [is] the case where I cannot do this without
my family suffering because I'm totally confident of being able to do

well elsewhere.
(Knight and Trowler, 2000: 76)

But, despite the risks described by that teacher and the costs paid by others,
informants did celebrate the freedom and opportunities of academic life
and liked the experience of being in enquiring, learning environments.
As one said, You can be your own manager, you have more freedom. You
can work at your own pace’ (Knight and Trowler, 2000: 73). Yet even
there the pluses could have their minuses. Freedom evoked isolation. The
very architecture of their working spaces, with cell-like rooms and lack
of space where people come together and organic collegiality might be,
symbolized both freedom and isolation. The opportunities were liked but
some felt isolation keenly: “Well, you could turn up here and sit in this
office and nobody would know whether you’re alive or dead. You could be
dead actually. .. the cleaner would come and move you out...For an
awful lot of the rest of the time I actually haven’t known whether or not
I'm doing the right thing’ (Knight and Trowler, 2000: 73).

Most of our new faculty informants liked or loved their work, which
is consistent with Altbach and Lewis’s conclusion that ‘the vicissitudes
experienced by the profession have been considerable, the professoriate is
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by no means demoralized. In all but three [of fourteen] countries 60 per
cent or more agree that this is an especially creative and productive time
in their fields’ (Altbach and Lewis, 1996: 48). Nevertheless, new aca-
demics’ work took a great deal of time, usually involved living out role con-
flicts, often produced stress and was prone to leave them feeling isolated
and bereft of a supportive departmental community. Few were able to
defend out-of-work space. Some didn’t care. This account converges
with the stories in other studies with larger samples and different enquiry
methods, especially those done by Boice (1992) and Menges and asso-
ciates (1999). If this is a fair sketch of what it is often like to be a new
entrant into the academic professions, how are new academics to engrain
good teaching practices, to become disposed to care about teaching well
and to commit to renewing their integrity and vitality as teachers?

Informed practices

Many of those concerned to improve teaching practices argue that this
depends on improving the rewards for teaching well (see, for example,
Wright and associates, 1995) and on then engaging with ‘the scholarship
of teaching’. The term is attributed to Boyer (1990), who said that aca-
demic work comprises the scholarships of discovery (commonly known as
‘research’), teaching, integration (a boundary-spanning activity of syn-
thesis) and service (which includes the application of scholarly knowledge).
There should be parity of esteem between the four forms, with faculty well
disposed to all of them, although not doing them all in equal measure
at any one time. These ideas have caught the imagination of those with
interests in curriculum, learning, teaching and assessment (because it makes
the object of their research seem more significant) and of the larger
community of staff, instructional and educational developers (because it
assumes theirs is important work). There are ambiguities here, though.
For example, in what sense is it appropriate to talk of a scholarship of
teaching in higher education but not in elementary education, when
elementary school teaching is arguably the more complex activity? How
might scholarship enhance practice — is it necessary for good practice?
What might be the relationship between the scholarships of teaching and
integration? Is the scholarship of teaching really just a part of a scholar-
ship of practice? Papers edited by Kreber (2001) suggest that scholarly
teaching entails an intention to keep improving teaching by reflecting on
practice and looking further afield for inspiration. That inspiration may
be found in research papers, be mediated by works like this, be stimulated
by real or virtual communities or be ‘home grown’ through small-scale
research, such as action research that engages with relevant literatures.
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Kreber’s contributors agree that these developing personal knowledges
should be shared and open to peer appraisal.

For new academics to commit to the scholarly inclinations described in
Kreber’s collection means finding a story they can use to justify the risks of
(a) an activity, teaching, whose outcomes are somewhat indeterminate
and vulnerable to student evaluations and (b) not investing so heavily
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