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Abstract

This study sought to investigate the workin
university in Australia. Working knowledge, bkrn o wl edge &6 pdotdayt o used i
work, describes what academics actually do. What knowledge academics use day to

day is vital for those concerned in the development of academic staff. Academic

development has of late focused on supporting acadeoiesgond to the changing

demands of new forms of work, and has been accused of lacking an epistemological

base or &learly articulated positio.he findings of this study make suggestions

concerning a philosophical and practical viayvard for the deMepment of

academic staff.

This study adopts and develops phenomenographic method. It explores interviews with
20 academics to identify differences concerning what is necessary and valuable to know
in order to work dayto-day as a practising academic. farthe perspective of

academics, this analysis identified three domains of working knowledge within daily
academic practice. Unsurprisingly two of these domains are the relatively well

explored fields of teaching and research. The third, previously uiiddras a specific

field, was institutional administration. Understanding of and practice in this third new
field was not only pivotal to the constitution of academic practice, but it appeared to
mediate the ways in which the other two domains of teadmdgesearch were brought
together. Of further significance, working knowledge of institutional administration was

i mplicated in academic identity and al so si
understandings of what constituted knowledge.

The findings sggest the object of academic development is supporting the attainment
of ontological and epistemological certainties and its subject is working knowledge.
This repositions academic development practice away from fragmentation towards

holistic, wholeof-work approaches.
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Prologue

Prologue

This study evolved from my work in academic development at Victoria University

(VU) over the last 15 years. A consistent theme in my professional practice as an

academic developer is the dissonance betweenaghdemics are required to do in

response to institutional policies and strategies vemat they actually do in thetfay

toodaywor k i n response t.Acadeem tlevetopnmestisaon t he gr
practice in my experience that walks a line betwestitutional demands taelp

academics to know about and respond to institutional requirements and academics
demands for support that rdaytodaysworls t he Or eal
Sometimsthese perspectives align. In the course of my pettibserved different

ways that academics reconcile competing demands inddneto-daywork.

The studys origins were in observations | maaa range of institutional policies and
strategies were introduced during the last 10 years. These requaireaisied

accountability from academics and mandated particular practices, such as Work
Integrated Learning in teaching, that, in short, were perceived by many academics as out
of kilter with what academics did and knew would work on the ground. | observed
different responses to these demandsghatulated mynterest in the knowledge

academics needito know about in theiday-to-daywork.

My work as an academic developer in two sets of circumstdedase toconductan
analysis of the knowledge academis® in theiday-to-daywork d their working
knowledged and its role in experiences of academic work

The first was in the context of my role as
Certificate in Tertiary Education (192905). | observed thaiarticipantsin one way

or other, consistently spoke about the difference between the ideal of good teaching
promoted in the program (and referred to in
what confronted them when they returned to their own context. tDverin response

to thee comments, the programwasre r ked so t hat the d6realiti
point, and learning outcomes were expressed as practical solutions to problems

emerging in practice. An intriguingykproduct of this approach was thepeession of

Workingnowledgefacademic practi¢mplications famofessiondevelopment 1



Prologue

what academics knew about how to work and ©
teaching. This knowledge was often not strictly about teaching, but clearly related to it.

| observed also that this knowledge was often couched in terms othelgahought
academics should do; OTHhtst hootwhmyt jadademida
were part of these discussio@ reflection, it was clear to me that knowledge of the

0real i tiesd of work was tied ddpThigidekah what a
increasingly preoccupied me afatusedmy attention on practical knowledge and its

role indayto-daywork.

The second set of circumstances was in my role as head of a unit of academic

developers where, from time to time, newly appointdatational developers were

inducted to the organisation. | observed that no matter how experienced developers

were, they required knowledge about O6how th
effective in working with academics. Over time, and in parallél the adoption of the

approach described abovegfocused the induction to aékWat do you need to know

toworkasan educati onal devel oper here?bd

My passion for understanding knowledge used in everyday woakcddemics emerged

from the observations above and sustained me through this study. Describing

academi csO0 working knowl eddygoedayjvav)antt t hey kno
gaining insight into its connections with ways of understanding academic practice
emerged as the studyds two main ai ms. Under
will continue to inform my practice as an academic developer. As well, the study will

contribute to thinking about the nature of academic development in institutionsssuch a

VU where there are demands on academics to change their practice

Workingnowledgefacademic practi¢mplications famofessiondevelopment 2



Chapter 1 Introduction: Working knowledge and the academic development discourse

Chapter 1 Introduction: Working knowledge and the academic
development discourse

The discourse about academic development is about academic work and learning. While
it overlaps with disq@linary and education discourses, it occupies a space that is

uniquely focused on academic practice and the ways academics come to understand
their work (Taylor 2010, Sutherland & Taylor 2010, Peseta 2011a 2011b). The
boundaries around this space are defiby the ways academics and their work as

teachers and researchers are represented and described. This discbarsetsrised

by its treatment of teaching and research as discrete activities, despite acknowledgement
of the holistic nature of academiork and the need for a holistic focus reflecting the
conditions of work in academic development (for example, Brew 1996, Akerlind 2005,
Ahlberg 2008, Mathieson 20110)his representation of academic work simultaneously
reflects and contributes to its fragntation (Rowland 2002) while also highlighting the
need for a clearer articulation of the knowledge base of academic development (Peseta
2011). My objective in being part of this discourse is to contribute to the discussion

about the ways academics ahdit workarerepresented and described

Academic development is also a discourse about knowledge production and its

management. Its object, broadly, is to support critique about the purposes of higher
education itself (Rowlhndwi2e§d)ar eéhsostuighl the
developed and described (Clegg 2009). Disciplinary knowledge is privileged in this

discourse over practical or everyday knowledge and understood as the key to
understandinghe epistemological foundation of academic practice. The of

practical or working knowledge of the discipline and the institutional context in which it

is practsed is acknowledged but not explored in detigkpite acknowledgement that

this way of knowing is sophisticated and complex (Symes and Mcintry@.ZDioe

i mportance of O6éeveryday knowledged and the
now the focus of some interest because of what it can tell us about the actual conditions

of contemporary academic work and how academics are respondingeémésid

(Archer 2009, Clegg 2008

Just as academics are defined by what they

do. Contemporary accounts of academic practice catalogue the expanding list of non

Working knowledge of academic practice: Implications for professional development 3



Chapter 1 Introduction: Working knowledge and the academic development discourse

core tasks associated with institutional accountalalmy quality systems and their
impact on the time available to dertake teaching and researfdr €xample, Mcinness
1996, 2000). Academic practice from these accounts is remarkable for the ways that
academics are responding to demands for other kindsrifiw addition to teaching

and research and what is left outdaf-to-daywork. | am interested in this variation

To speak of academic work and academics themselves as a homogenous group is

misleading. It is now almost a truism that there are many agadebes and territories

(Becher 1989), but in addition, within these there are also orientations towards teaching

or research and emergent O6hybridised6é for ms
modes of knowledge production and new ways of workugher 2000). This is a

complex and, despite multiple and diverse studies, an incoherent and confusing picture

of contemporary academic work that does not offer many accounts of the experiences of
academics from theperspective of academics. My aim isstcamine how this

knowledge is constituted by academics: what it is in relation to academic work
(6Perspectives on working knowledge in acad
and describe it (6The chal3)evmagiteompribes wor ki ng
(6 The dfomadrnksi mg ckhragpwleerd 166, 6 Rel ati onshi ps
of working knowledgeé, chapter 5), and 06Bei

chapter6)wh at t hi s means (O6Emerging peedpective

and why this is significant to academic dev
phenomenography aradademicde vel opment 6, chapter 8).
I n intend to focus my analysis on academics

Australia, wherd have worked in academi@delopment roles for the past 15 years. It

is important to stress that academics in the context for this study are representative of
academi csd experiences in contemporary uni v
apply as much to academics in reskantensive institutions where work is less

exposed to the influences of trends on academic work as academicstiaditonal

institutions such as the site for the study where the effects are felt first and often more

intensely (Archer 2008). My researmoved from an analysis of what academics said

they knew in order to do their work to an analysis of what lay beneath these

descriptions, and what this told me about the epistemological assumptions underpinning

Working knowledge of academic practice: Implications for professional development 4



Chapter 1 Introduction: Working knowledge and the academic development discourse

theday-to-daywork of academics. Working ¥ the idea that what we know informs

who we are and how we see ourselvesalisedthat the working knowledge of

academics offers representations of the ways academics see themselves as academics as

they are irday-to-daywork 8 not what they are in aabstract otheorisedsense. | take

the view that academic development discourses rest on abstragealised

representations of academics and academic work which do not take full account of the

realities ofday-to-daywork and the compromises that aeadcs make in order to work.

I am arguing for consideration of practical
academic devel opment and a component of any
work (Peseta 2011), and a more critically ordad practte in academic development

that examines its assumptions about academic work and academics.

In offering a critique of academic development, | am seeking to strengthen the discourse
rather than undermine it. | see this thesis as a contribution to therdischly

argument is that by considering the everyday knowledge of academics we can also
critique our own practice as academic developers and respond to calls for a
reinvigoration of its epistemological base (Brew & Peseta 2006, Peseta 20011). The
working knowledge of academics is integral to the working knowledge of academic
developers

Working knowledge of academic practice: Implications for professional development 5



Chapter 2 Literature review: Perspectives on working knowledge in academic work

Chapter 2 Literature review: Perspectives on working knowledge in
academic work

Introduction

The key question underpinning the present studylsat is the working knowledge of

academics?

The studydraws on the concept of working knowledge and explores what it means in

the everyday work of academics. The primary focus of the study is the knowledge that
under pins the work of academics. |t 1is conc
perceptions of whacademics need to know to work as academics. The study is not

concerned with describing and analysing influences on academic work at the systems or
process levels, rather, it is concerned with understanding the plurality and complexities

of practices to Wwich current research about academic practice points.

Because of its focus on knowledge underpinning the plurality and complexity of
academic practice, the study centres on the relationship that academics have with
knowledge itself. It acknowledges the ngang nature of knowledge and seeks to

explore the impact of these changes on academic work and the ways that academics see
their work. It attends to how new knowledge forms challenge thinking about the ways
that universities are being reshaped and hower# work is changing. By asking
OVhatisthew r ki ng knowl e dthesstudyis exploriagiaeniticalcissue 6

for the key occupational grouping that is at the centre of dramatic and unprecedented
change in the ways that we think about knowledigmfi The answers to the key

guestion asked by the study offer ways of understanding the ways in which academics

experience their relationship with knowledge.

Questions about the nature of academicsodo r e
working knavledge literature and are the starting point in the literature review that

folows. The key question asked Wmtdodsthe f i r st par
|l iterature about working knowl edge tell us
The answer$o this question are then explored in relation to the literature about

academic practice. In the second part of the review | ask what can the literature about
academic practice tell us aMyaimistotdengfy ever y d a

Working knowledge of academic practice: Implications for professional development 6



Chapter 2 Literature review: Perspectives on working knowledge in academic work

key themesn the literature about working knowledge and academic practice that can
inform the critical reading of selected phenomenographic studies that follow in the third
part of the reviewin whi ch | ask: OWhat <can the I|itera

approachetell us abouthowacadei cs experience academic wor Kk

Part 1. Working knowledge literature

In part 1 of the review, | examine a diverse literature that focuses on defining and

describing the concept of working knowledge. The key question asked in thyssstu

1 dAMhat is the working knowledge of academics?

In this section | ask:

1 dAMhat does the literature about working knowledge tell us about the working

knowl edge of academics?656

A major category of literature relevant to this study is that which focustseon

changing nature of knowledge in a contemporary society. The literature identified for

this part of the review is associated with a conceptualisation of knowledge that brings

the interface between work, learning and knowledge into sharp focus (Bxj@ejt

pix) . This is a diverse |iterature that sees
encapsulating ambiguities inherent in emerging definitions of knowledge in response to

the rise of the s of(bmaAkKeypkemiselumlerpiriniegd ge soci et
discussions about new knowledge is the understanding that working knowledge is

produced through learning at wadk through workbased learning (WBL), broadly

defined. An important focus of this literature is how universiagghe traditional sites

for knowledge production and dissemination, can respond to new definitions of

knowledge that include the notion of WBL. The implications of WBL for universities

are an important aspect of this literature.

There is considerable interest in the issue of WBL enuinplications for universities
(Boud et al 200, p3Two pioneering books edited by Symes and Mcintyre (2000) and
Boud andSolomon (2001) examined the sogiconomic factors influencing the

adoption of WBL in universities (the former) and the pedagogicdicurriculum issues

Working knowledge of academic practice: Implications for professional development 7



Chapter 2 Literature review: Perspectives on working knowledge in academic work

associated with implementation of WBL as an approach to supporting student learning
in the university context (the latter). These collections consider the impact of WBL on
academic work practices and processes. The interest in Watwasiculum initiative

in universities continues to grow (Nixon et al 2006, Lester & Costley 2010), and the
issues identified in these collections continue to be explored (for example, Boud &
Costley 2007, Costley 2007, CostleyA&msby 2008)

A critical aspect in the WBL literature relevant to this review relates to the definition of

working knowledge that underpins discussions about its introduction in universities.

There is agreement that the term O6working k
and through this, to the concept of professionalishe argument is that working

knowledge is acquired in work and through practice. Expert knowledge is also acquired

in practice, so working knowledge is more t
dored6 (Symes & Mclntyre p3). Working knowl ed
knowledges (plural), the critical elements of expertise itself (Barnett 20%D,The

role and nature of tacit knowledge in relation to explicit knowledge in building expertis

are broadly known: it is 6situatedd in the
but is short term and often context specific (ibid). In contrast with explicit knowledge

which is traditionally acquired through the formal educational procests avl|

codified in relation to different occupational groupings, tacit knowledge is

problematised in this literature in terms of how universities can support profession

knowledge formation and development through WBL programs (Caley 2001, p114). In
thisargument, the acquisition of professional expertise is linked to learning processes

that acknowledge and accommodate tacit knowledge.

In definitions of working knowledge, learning processes that acknowledge and

accommodate tacit knowledge are connectetdaoncept of worker identities.

Stevenson for exampl e, ar gu e #nowlddgethatwor ki ng
worksand which one can rely on wtkeowledgeal | ed wup
for that set of activities that we call wonkhichcanbais ed 6t o meet the der
tasks that we encounter at wor k©o. 't i s al s
an individual 6s | ife and is central to who

recurring theme in related studies. It is argbgathers (for example) that worker
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identities are shaped by the sepulitical cultures of the organisational context

(Tennant 2000, p126). In this argument, the knowledge produced by workers in their

everyday work is a product of the ways that the dsgdional context defines what

counts as knowl edge. I n the process of gene
reconstruct their identities from tebe di scu
al 2000, p135). These new discourses, itisatgued ar e wor ki ng to chang
of |l earners as workers and educatorsé (ibid
discourses is on positioning all workers as learner/workers in the organisational context.
Nevertheless, multiple discourses and mugtiplentities can exist simultaneously

within organisations. These identities signify competing understandings about what

counts as knowledge for workers in organisations (Tennant 2000, Hager 2000, Chappell

et al 2000, Boud, Mcintyre & Solomon 2000)

The changing nature of knowledge

The major argument made in the literature about knowledge in contemporary society
thatunderstandings about knowledge are changing and that this has significant

implications for academicworksi b b on 6 s M odickotohyofMmowledgegit

is arguedpffers a way into understanding the different knowledge codes that academics

need to work with and understand (Boud & Solomon 2001, Symes & Mcintyre 2000,

Usher 2000, Tennant 2000). These discussions inevitably encompads ttfe ro

universities in knowledge production and the challenge that Mode 2 knowledge poses

for universities. It is argued that universities are no longer the only sites where

knowl edge is produced and distributted: O0wha
i's a legitimate site of | earning and knowl e
Solomon 2000p226).New discourses that suppadrporatisationcommercialisation,
commodification, internationalisation, and performativity on work in general within

universities reflect the changing nature of knowledge and the influence of new policy
frameworks that support it (Mcintyre & Solomon 2000)

The influence of new policy frameworks in universities that support changing
definitions of knowledge are identified this literature as a key influence on academic
work. It is argued that new discourses associatedaaitboratisation

commercialisation, commodification, internationalisation, and performativity support
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different forms of knowledge production and riede what counts as knowledge. These

new discourses support Mode 2 knowledge production and are therefore in competition

with existing discourses that support the production of Mode 1 knowledge. The
appearance of these newndkonfiawithimtsees has caus
academydo (Usher 2000, p100). Hager for exan
di fferent knowl e daywe-dagwacrekn:ard otsrbad int itchredalr 6 a
knowl edge scenariod that enc aagplteroativaands Mo de
competing Mode 2 scenario which forces academics to rethink current conceptions of
knowledge (Hager 2000). These new ways of knowing, it is argued, bring the core

aspects of academic work into new relationships with each other. A key siondk

that academics need to come to terms with new definitions of knowledge and

understand the implications that this has for teaching and research (Carrick & Clegg

2000, Usher 2000, Boud et al 2001, Boud & Solomon 2001)

The implicationsit is arguedare far reaching for academics with respect to teaching

and research practicehe argument is that universities have little choice but to
acknowledge and adopt approaches to teaching and research that generate Mode 2
knowledge (Symes & Mclintyre 2000; Bd & Solomon 2001). The key way that
universities can do this is through the introduction of WBL approaches, as WBL
repositions universities in relation to work in powerful ways (Boud 20@0, p3).

WBL, it i eneafthgveryféw innovatiomslated to the teaching and

learning aspects of pesecondary education that is attempting to engage seriously with
economic, social and e(bud)cHowever, WBL blugtthenands o f
boundaries between teaching and research and thispratcs argued, redefines what
counts as knowledge for academics (Usher 2000, Chappell et al 2000). Academics must
come to understand research apomduced by universities and workplaces and socially
distributed through the WBL process (Solomon & Mgiet2000). It is acknowledged,

that once attained, this understanding will require considerable adjustments by
academics to the ways they approach teaching and research and a new set of skills to
achieve it (Boud & Symes 2000, Boud 2001, Boud & Solomori R0these

adjustments, it is argued, also relate to how academics see themselves behaving as

professionals (Boud & Symes 2000)
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Mode 2 work behaviours

The second and related argument made in this literature is that, as a consequence of

changing modes ofrtowledge production and dissemination inherent in Mode 2 ways

of knowing, work itself is changing. The argument about the impact of changing modes

of knowledge production and dissemination focus on performatvitite need to

demonstrate that work has iaqgd in socially useful ways. In this argument, the model

for knowledge production based on social di
performative discoursed6 (Usher 2000, p102).
measurement, recording and judgingkonbdwledge for its use value (Garrick & Clegg

2000). The argument as it applies to academic work is that university policy discourses

define desirable work behaviours and therefore regulate behaviours that support how

academic performativity is understoadd measured at the institutional level (Mcintyre

& Solomon2000)The academic workplace is thus a 6p
academic work is defined and regulated according to the broad parameters set by

discourses that support the generationeaf knowledge (Usher & Solomon 1999).

Academic teaching and research practices are therefore the products of performance

cultures that are supported by institutional policies

It is argued that WBL policy discourses challenge existing academic praccassie

they support the performative measurement of teaching and regiéatakyre &

Solomon 2000)It is argued that in WBL policies, teaching and research practices have

a public dimension and are therefore subject to measurement and evaluation in ways

that current practices are not. Boud and Solomon (2001) for example, argue that such

policies challenge academics to acquire expertise based on knowledge of practice rather

than disciplinary knowledge. In the case of teaching practices associated withthé¢BL,
requires skills o6that make the visible and
unsaid(ibid, p28). The consequence of this, they argue, is that performance goals in the
curriculum, traditionally accountable to disciplinary and professionakbaf

knowl edge, have shifted to other forces t ha
the |l earner and the communit @ dorthei bi d, p28).
organisation and the learn@r is a key criterion for evaluating impact of teagh
performanceSimilarly, is argued that the measurement of specific types of research

out puts through audit processes Ohas brough
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constitutes worthwhile knowledge and this has had an effect on academic research,
academic texts and subjeéts. ( Ch a p p e | 140).aMBL oliciesZod éx&mple, p

entail the inclusion of other collaborators in the production of knowledge and thus
challenge academics to move outside of expert knowledge based on discipline and
profesional knowledge (Boud & Soinon 2000, p24). The conclusion of these

arguments is that monitoring and evaluation of teaching and research practices in
response to new epistemological formations of knowledge are accentuated by WBL
policies (ibid). The imptation of this analysis is that academic teaching and research
practices will increasingly reflect responses to demands for measurement and evaluation

of knowledge for its use value

Discussions about the implications of performative measurement of acaderk

point to variable academic teaching and research practices in response to new

epistemological formations of knowledgéhe argument is that academics will resist

WBL or other pressures to change teaching and research practices as these practices
encapsulate academic identity and professional practice definitions (Mcintyre &

Solomon 2000). Role reconstruction required of academics in response to new

understandings about knowledge is anticipated largely as a process of adjustment and
adaptation ingtad of adoption. For example, in the case of research, diversifying roles
could theoretically include practices that
one of which resembles existing disciplibeund practices (Stronach and McClure

1997, quotedhy Chappell et al 2000). The first O9g
generation of knowledge within discipline boundaries; the second is an adaptation of
discipinebased research; the third most resembl ¢
Similarly, itis anticipated that teaching practices reflecting varying levels of resistance

to or adoptiornof change will also c@&xist in the academy especially if WBL gains

traction as a pedagological innovation (Mcintyre & Solomon 2000). The potential for

resistac e i s hi gh as er9ssapafor eesistadi@bid, 36k Thosf f

although it is argued that some academics will adopt new research and teaching

practices and thus identities, the view is that adoption will be uneven and often resisted

(ibid).
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Resistance to the adoption of new research and teaching practices is linked in these
arguments to discussions about academic professionalism and the defence of the

expertise base that currently underpins academic Wbk argument is that the

professionaB m of academics, | i ke ot bsaresytofof essi or
new knowledge codes that determine knowledge generation and dissemination (Beck et

al 2005).It is argued that this restructuring of knowledge codes and the inclusion of

others inthe process of generating knowledge implicit in Mode 2 knowledge codes

undermines definitions of professionalism identified by theorists suClakesshott

(1962), Ryle (1949), Polanyi (1967) and Eraut (1994). According to these theorists, a
profession iglefined by a specific and specialised knowledge base to which a particular
occupational grouping lays claim and which defines their expertise. Expertise is
understood to comprise knowledge that is fo
practi cehowd tihdetnhtei féi ed as critical to deve
(Polyani 1967, Argyris & Schon 1974, Schon 1983, 1987, Eraut 1994). On the basis of

these theories of professionalism, it is argued that the expertise of academics is subject

to extremerestructuring in this context because of their intense relationship with

knowledge generation and dissemination (Beck et al 2005, Brew 2003). Furthermore, it

is argued that the professionalism of academics as a professional grouping is being

redefined becae of its changing knowledge base (Nixon 1998, Marginson 2000,

McWilliam 2004). Discussions about the impact of WBL on teaching and research

practices point to its potential to further challenge definitions of academic expertise

(Boud & Solomon 2001, p25T.hese practices, it is argued, have potential to displace

academic knowledge in favour of practicased, distributed (Mode 2) knowledge. The

effect of this is that what counts as knowledge in academic work is brought into

guestion when academics consided engage with new knowledge forms (ibid). The

implications of this argument for the working knowledge of academics is that the

knowledge base underpinning academic expertise is changing and will continue to

change; what counts as knowledge that infopnadessional practice is increasingly

subject to contestation

Organisational learning

A third argument made in the literature about the new epistemological formations of

knowledge is the importance of the organisational context in shaping work behaviours
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and identitiesThe argument is that the globalised economy requires the production of

knowledge with high use value. In this literatuveganisations including universities

are positioned as the sit wwakisteprocessywd knowl e
which it is achievedWorkers generate knowledge, but they are also understood as

learners (Senge 1992, Castells 1996, Gibbons 1994, Luke 1996, Gee 1996, Billett

2000). Concepts such as the o6l earning organ
workpaced (Marsick and Watkins 1990), owork b
0i nf or mal |l earningd (Garrick 1997) support
in organisations. These concepts utilise situated learnauytiffor example, Brown

and Dwuid 191, Lave and Wenger 199hichr ef | ect s 6éa view of knt
social construction, putting knowledge back
(Brown and Duguid 1991, p175). In this framework, the spailitical context of the

organisation rathehan factors controlled by the individual is understood as shaping

work behaviours and thus identities (Hall 1996). This, it is argued, can have

consequences for workers as the focus on the production of knowledge to meet the

needs of the organisatiortmar than its workers (Usher 2000he implication of the
discourse/identity connection identified in this literature is that what counts as

knowledge for academics arises from new definitions of knowledge.

What counts as knowledge for academics is linketiese arguments to institutional

discourses that support universities to respond to external demands for accountability

and productivitylt is argued that because performance and productivity are linked to

funding, academics are increasingly subjealiscourses that support reporting and

accountability (Boud & Solomon 2001). Audit and quality assurance discourses are held

to support the demands for productivity and performandet h t he resul t t ha:
practice in the academy is subjectto morwagent abi | i ty andd audi té (|
Omuch of it conducted under the rubric of g
practices associated with WBL are understood as the product of these discourses; this is
because WBL Or equi rctywhatkmwledgetuniversiieapgroduzcen of e x
and how well t hey pr oduc eAlthdughdthe ( Boud & Sol o
measurement of performance under the quality rubric may at first glance appear to be

contrary to the concept of academic freedom, it is argudte WBL literature that in

fact such processes can support the adoption of innovative practices (Winter 2001,
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Stephenson 2001, Symes 2000). The argument is that the quality discourse can be
reworked by academics in the university context to accommeategting academic
discourses. Winter, for example, argues that systems for monitoring learning outcomes
and assessment protocols can be absorbed into academic @raespecially practices
associated with innovations such as WBL (Winter 2001, p163)lifikhbetween these
discourses, the adoption of new practices and academic identities is identified and

problematised in this literature

The key issu@osing a problenn relation to academic identities and discourses that

drive the adoption of new prac#is is identity confusion and its link to understanding

and adopting different knowledge cod&ke WBL literature identifies a link between

knowledge and practice. The argument is that academic identities are traditionally
6construct e drattiges absodated pith éxpetise yn knowledge and
curriculum structuresd whereas WBL processe
Mode 2 knowledge and curriculum processes (Boud & Solomon 2001, p30). WBL

therefore challenges academics because thgtiad of new practices requires them to

put discipline knowledge aside (if not to abandon it) in favour of new ways of

understanding knowledge as transdisciplinary and socially distributed (Symes &

Mclintyre 2000, Boud & Solomon 2001, Chappell et al 2000)his argument, new
practices focus on O6curriculum ownership an
the result t hastkialclaedde@ndilcfeonfaetdedo doalre t he new
practices require (Boud & Solomon 2001, p31). This sehsapreparedness for the

challenges that new practices offer is acknowledged in these arguments. For example,
arguments made by academics against WBL cur
which aim to foreground more familiar conventional kinisok nowl edgeé i n t he
everyday practices (Boud & Solomon 2001, p2
most of the conventional binaries that have framed our academic work, including:

organisational learning and university learning; performance outcamddsarning

outcomes; organisational discourses and academic discourses; theory and practice; and

di sciplinary knowledge and workplace knowl e
Nevertheless, it is argued that the challenges to academic knowledge coatsatyd i

construction are not limited to WBL but are part of a wider trend that locates knowledge

production and learning outside of the academy (ibid, Mcintyre & Symes 2000). The
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implication of this argument is that the knowledge underpinning the evewat&yof
academics is challenged irrespective of the institutional context of work

Summary

The changing epistemological foundations of knowledge are identified in this literature
as the driver for changing work in contemporary academic practice. Acadeciice

is located within this literature as subject to change and redefinition as new knowledge
forms, defined by their usealue, are established in the academy. The working
knowledge of academi@ knowledge that academics put to wérkemerges from

this literature as a touchstone to understanding how these new forms are being
understood in the academy. Adoption of these, it is suggested, will be uneven

Part 2: Academic practice literature

In this part of the review, | examine what is known about copteary academic

practice in light of the work identified abovEhe literature dealing with the new
epistemological foundations of knowledge abm/krgely theoretical and

propositional, while the literature about academic practice examined in thandeas

a narrower focus and is often empirically based. This is diverse literature that addresses
a range of topics including academic roles, careers, workloads, professionalism,

development and female academics (Tight 2003, ipllfsT7).

The term rfactaideend ci  typically understood i
teaching, research and a third area of acti
third area can include a range of other activities and it is often described as what is left

over after ¢éaching and research are undertaken. These three areas of activity are
commonly described as O6cored to academic wo
and research as the main O6cored activities.
focus of workbut the disciplines are the context in which these core activities are

conducted (Becher & Kogan 1992, Becher 1989, Cuthbert 1986%e definitions also

include understandings about the role of universities in the production and

dissemination of knowledgand the work of academics to achieve this through teaching

and research. A strong underpinning theme in this literature is that academic practice is
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changing due to the effects of multiple forces on the modes and conditions of

academiavork.

There is graving interest in the concept of academic practice in response to external

factors influencing the conduct of academic work. A recent and influential focus for
investigations into the concept of academic work is a Centre of Excellence for Preparing

for Acacemic Practice (CEPAP) funded through the Higher Education Funding Council

(HEFC) in the WitedKingdom Academic practice is seen by this group as the

framework in which institutional policies and processes that support professional

development of staff cabe enacted (Hopwood & McAlpine 2007). Hopwood and

Mc Al pi ne argued that there are 6émultiple re

there are many OsOwiagshiost owoir&alngtdor ddibti don §

Academi ¢ pr andersioad @sesied eontexht éhe centre becoming and
established academics are nested within a departmental/disciplinary context, itself
nested in an institutional context which is in turn nested within a societal /international
c o n t(ibid).tThese contexts, Hom@dandMcAlpine claimed, influence the three
aspects of practio@ which they define as forms of inquiry, forms of teaching and
forms of servicéd in different ways. They go on to argue that, at its core, academic
practice is about the ways that thesed¢haspects of work are undertaken and that it has

t wo broad di mensions: O6consisting of:

1 dayto-day engagement in inquiry, teaching and service, as well as

T (ii) more strategic planning and deci si
McAlpine, 2007, p3)

Hopwood & McAlpine argued that there is variation in the ways that the inquiry,

teaching and service aspects are engaged across these dimensions. This variation is the
result of a range of factors including individual experiences, histories and

understandigs of work. Academic practice is therefore interpreted in this work as
complex, variable and contingent on multiple factors at the systemic, institutional and
individual levels. The complex and contingent nature of academic practice identified in

this recat work is explored below
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Knowledge and practice

The first and most prevalent argument made in relation to academic practice is that it
has changed dramatically over theest15-20 years and that the changes have resulted in
a shift of focus in daily workrom teaching and research to administratlbis argued

that as a result of the corporatisation of universities in response to external pressures
arising from globalisation, universities are now subject to external audit and
accountability measures (Hleel 1997, Houstoet al2006). This development

produced managerialist cultures in universities that are at odds with academic cultures
and which have increasingly displaced teaching and research as the focus of academic
work in universities (Coldrake &t8dman 1999, Barnett 2000). The argument is that
academic work since the mi®9Gs has intensified because of grovithwork

associated with institutional administration and governance arising from increasing
pressure on universities to respond to quality assurance issues and manage risk (Henkel
1997, Houstoret al2006). These authors claimed that the core aspects ofrigacid
research were being displaced by rapidly increasingcooa work. This trend towards

the expansion of neoore work is found in the work of many Australian academics
(Mclnnis 1996, 2000a, 2000b, Tayler al 1999, Harman 2001, 2002, 2003 and
Churchman 2006). For example, longitudinal studies of academic activities in Australia
from the early 1970s (Mclnnis 1996) found tredthough teaching and research were

still the main foci of work, they were seen as increasingly undermined by intrusions
from the noncore and moreover, that these intrusions were expected to continue and
accelerate (MclInnis 2000). The intrusion of ramre work is identified in these

arguments as a critical factor in the diversification of academic roles, fragmentation of
acadent workloads and role stress (Henkel 19891¢innis 2000; Harman 2003,

Houstonet al2006). The implication of this argument is that fomme work associated

with institutional administration is a permanent feature of academic work and influences

academic pactice

The influence of nottore work on academic practice is linked in these arguments to

the role of disciplinary knowledge in academic work. The argument is that as a result of

the Oaudit explosiond in uni vegerofacatemiess ( St r a
is being reshaped by administrative interventions that work to achieve fair and efficient
institutional practiced6 (McWil I-haseth 200 4, p 1l
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knowl edge is understood as m®aatufeofndament al
knowl edged ( B whachafféct $hé waysghatahe jelationship between
teaching and research are experienced by academics in their daily work (Brew 1999
p291). In these arguments administration knowledge is linked to the notion of
performativity in teaching and research (Castel 1991, McWilliam 1999, 2004,

Marginson 2000); therefore academics need more than discipline knowledge to work as

academicso what r eal | y-awitng aniversity isthe ddyree of iktimdcy

S h

anacademc has with the r ecoChdréhmgdnKROOB)ifdundi am 2 0 0 ¢

that academics experience their work as
traditional values and understandings of knowledge and academic work itself (ibid, p8).
She foundcesodinf ftehreenevel s and nature of
ways that academics incorporated administrative functions into thetodtay work
practices. Churchman concluded that the academic workforce should be understood as
heterogeneous, andetr e ar e Omany ways of being an
heterogeneous nature of the academic work féradentified as a consequence of the
inclusion of norcore work in daily practicd can be interpreted as representing

multiple practices.

Multiple practices

A second argument about academic practice is that teaching and research practices are
influenced by the emergence of new academic roles in the increasingly hetetsgen
academic workforcdn this argument, new roles have caused a crisis initvadit

academic practices because academic functions are subsumed to the needs of the
institution and the building of corporate identities (Marginson 2000). The new roles are
understood as emerging to meet the expanding demands on institutions for quality
assurance and reporting activities (Kogaral 1994, Mclnnis 1992, 1996, 2000a,

2000b, 2000c, Winter 1995, Blaxter et al 1998, Morey 2(0Rd)es for6 a c ad e mi ¢
manager s 0 aime ancepermanansteaphaglyt and researchnly roles

have contribted to the disaggregation of work around specific functions (Winter 1995,
Jones 2006) . It i s argued, for exampl e,
administration and governance in academic work as a result of institutional reporting
needs (Greenbank 20Q6)
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There is agreement that new roles emerging to accommodate institutional systems and
processes are accelerating the polarisation of work practices around either teaching or
research (Blaxter et al 1998a, 1988b, Taylor 1998, Young 2086&)argument made is

that teaching and research practices are heavily influenced by funding and other factors

at the systems and institutional levels (Young 2006, Jenkins et al 2004). In these

systems, there are many disincentives to engage in teachrtges, with the result

that there is now a differential between teaching and research in favour of research

(Young 2006, Jenkinst al2004). For example, Young (2006) found in an investigation

of academicsod6 percepti onswas dodecondedsl ow
with rewards of tenure and promotion accruli
funding incentives that support research practices (ibid, p191). Time allocated to

teaching and research practices are therefore signlfiadifierent in the dayto-day

work of academics (Henkel 1997, Gottlieb and Keith 1997, Henkel 1997, Harman 2000,
Houston et aR006)

Multiple studies show that researchentated academics make time for research
because they see the connection betweand teaching, whilst teachiragientated
academics find it hard to make time for research because the connection between
teaching and research is not recognigedtilieb & Keith 1997, Henkel 1997, Harman
2000, 2001, Mclinnis 2@a). An Australian studyni 1999, found that 28er cenof
surveyed academics were reseavdentated, 2per centeachingorientated with no
interest in research, and the rest |(46 cen} teachingorientated, with some research
orientation because it was requirddic{nnis 2000). Research and teaching are therefore
understood differently and emphasised in different ways by acadeBuotti€b &

Keith 1997, Henkel 1997, Harman 2000, 2001). The studies also show that irrespective
of orientation, academics experience stress iin ttagrto-day work because of
competing demands for their time and energies. Thisneldted stress is connected to
the creation of new roles arising from the polarisation of teaching and research
(Staniforth 1999, Martin 2000, Marginson 2000). The idiesle stress is therefore
linked to new practices rising from the polarisation of teaching and research in

academic practice
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The idea of role stress is linked in these arguments to growing debate about the

professional status of academithe emergence of multiple roles and hence new ways

of working has raised questions about whether academics are one profession, multiple
professions or not a profession at all (Nairal 2001, Gould 2006). The key argument

is that he creation of speciaked roles brings the idea of academic practice as

comprising the integration of teaching and research into contestation (Halsey 1992,

Winter 1995, Rowland 2002, Nixon 2006). In this argument, teaching and research are

0 f r a g ma@hepeeception of teachg and research as separate functions, driven by
separate reward structures, undRfowlandnes t he
2002, p59). This fragmentation has led to the construction of the academic workforce as

6a plurality osf docvciudpeadt iboyn ala sgkr(Nixemetfall ue nc e
2001, p232). It is argued that the preconditions for a shared set of values and

expectations that underpin professional practice do not exist or are disintegrating (ibid,
Becket al2005).

Shared villes and expectation are linked in these arguments to new concepts of

knowledge and their impact on academics and their work. Beck argues that market
forces and government regulation, have 06gen
underpinning all professiohevork, including the work of academics, and brought the

idea of professional autonomy and authority into question (Beak2005). In this

argument, the structure of disciplinary knowledge is fundamentally changed in favour

of O6gener i c b thatuodermieedexisting discigliaesknowledge structures

(ibid). In addition, it is claimed that discipline knowledge is increasingly shaped

through institutional organisational models that support the production of knowledge

that is useful to institutionaleeds (Marginson 1997, Nixon et al 2001, Gould 2006).

The conditions of work in the institutional context are therefore understood as the key
mechani sm by which démarketablebd knowl edge i
conditions have resulted in #img relationships between teaching, research and

service, with a growing emphasis on the service aspect of work (Greenbank 2006,

Hodgson 2007, Karlsson 2007)

A recent argument in this literature is that service should have the same status as

teaching ad research through its incorporation as a scholarly activity (Greenbank 2006,
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Karlsson 2007). As early as 1998, Blaxteresal gued f or the additi on
networkingd to the O6triumvirate of teaching
demands for different work outputs (Blaxter et al 1998). As a consequence of the
realignment of teaching and research it is
on to values and conceptions of professional practice that are traditionally held to
degendonprenoder n f or ms of gov éHenked 1087epl3)nd or gani
Arguments for new conceptualisations of professionalism therefore include

consideration of varying academic roles and functions that are emerging as a

consequence of factors inflacing work in the institutional context (Henkel 1997,

Marginson 2000, Nixon 2001, Gould 2006, Greenbank 2006, Churchman 2006,

Hodgson 2007, Karlsson 2007). Institutional administrative systems and processes are
increasingly acknowledged as influencing doeduct of worlkd especially teaching

0 and how academic performance in teaching and research can be measured (Hodgson

& Whalley 2007). The implication of these arguments is that the context of academic

work can be understood in terms of institutional disgiplinary frameworks, with the

institutional context influential in shaping academic practice

Institutional influences on practice

The influence of institutional factors on academic practice is the final argument

examined heréA key assertion is thianstitutional policies define, organise and reward
teaching and research outputs, and thus influence decisions academics make about these
core activities in their work (Harley 2002, Stella &Woodhouse 2007). Institutional

policies, it is claimed, are shegh by system and natioraivel policies that reward

teaching and research activities. These policies aim to meet national standards and
agendas and therefore influence academic work by defining what is to be measured and
audited (Henkel 1997, 2005, Har@i805). In this argument, institutional organisational
cultures are understood as reactive to external pressures. Thus, emergent bureaucratic,
corporate, enterprise and collegial <culture
hierarchical, collegial, amehical and political institutional cultures (Becher 1989),

explain new priorities and practices related to teaching and research (Sawbridge 1996).

Leadership styles and the universityos miss

understood to influece how organisational cultures are balanced and account for the
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domination of usually one culture over others at the institutional level (ibid); however,
local leadership and disciplinary cultures, it is argued, account for different
organisational cultws within broader institutional cultures. Thus, although the-long
term impact of external policy requirements is a realignment of power from the
department as the traditional site of disciplinary culture to the institution, disciplinary
cultures within deartments continue to mediate institutional influences (Henkel 2005).
Different organisational cultures within departments are therefore seen to account for
different research cultures and pedagogical approaches within institutions (Jenkins
2003, Durning &Jenkins 2005). These cultures are understood as highly influential in
shaping how teaching and research practices are organised and prioritised in response to
institutional policies (Becher 1989, McNay 1996, Sawbridge 1996). Indeed,
departments are iderigflin several discussions as the sites of professional formation
and development (Knigldt al2006) and the most influential factor in identity

formation for academics (Boud 1999) because of their impact on how teaching and

research are understood antkgrated in everyday practice

The institutional context is also identified as a significant factor in reshaping academic

identities in contemporary universitigihe argument is thatstitutional discursive

environments increasingly construct new idesditin this argument, managerialist

values reshape teaching and research practices through the influence of performative
discourses, and thus influence the formation of academic identities (Henkel 1997, 2000,

2005, Hartley 2002, McWilliam 2004). Managéis&led organisational cultures, it is

asserted, are unable to support academic identities as they are currently understood

(Clegg 2008, Archer 2008, Churchman 2006, Harris 2005, Henkel 2002, Z6@S5s

because managerialdiscourses force academics to make adjustments to their practice.
Churchman for example, found ttbm@donciecademi cs
preconceptions of academia with experiences of workingor@oratsed university,

resulting in differenes i n | evel s and(Cmuehmar2806,p8). c ompr om
This culture thus émitigates against the ac
identitiesd (Archer 2008, p401) and, it 1is
alternative academic identitesl ongsi de otraditional é ones (
Churchman 2006, Clegg 2008, Archer 2008). The institution itself is understood in this
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argument as the principal site of contestat
and what it means (or whatsth oul d mean) t(Archér 2008p401)ac ade mi c O

Institutional discourses are therefore highly influential in shaping identities. Archer for
example found that instifbedbbubhahtdchksoacess
as an academic,withypuger and cul turally diverse groucg
and oOauthenticd6 identiti espddlh Nevanthelesst hese pr
there is strong evidence that discipline cultures continue to shape academic identities,

and emerging iderttes in particular (Kogan 2000, Harris 2005, Churchman 2006,

Clegg 2008, Archer 2008, Remmik et al 2011). These emerging academic identities are,

it is claimed, to be an expression of disciplbesed values underpinned by the concept

of academic autonomgZ | egg (2008) found that O&édespite
perfomativity, individuals have created spaces for the exercise of principled personal

autonomy and agencyo (Clegg 2008, p343). Th

off from descriptionsof®c hi ng, research, or nlausthege ment
di sciplines, as o6the key communities in whi
identitiesd, are recognised as a continuing

despite the rise of stitutional discourses (Henkel 2005, p158)

The proliferation of multiple identities in institutions is therefore increasingly viewed as

a positive development because it signals a reinterpretation of traditional values

(Churchman 2006, Archer 2008, Cle2@08, Kligyte 2011). This variability of

identities and experiences in their construction within the institutional context are

perceived as evidence of a reinvigoration of academia in response to new institutional
conditions of work (Archer 2008, Clegg Z)0Thus, although it is recognised that
identity construction is experienced as a p
and conflict (Archer 2008), it is also increasingly interpreted as evidence of how

academic values are being reasserted (Archer,Z01@g§g 2008).

Despite broad agreement that emergent identities represent a reinterpretation of
traditional academic values, how this occurs for academics is still not fully understood.
Churchman for example, identified three clusters in her study rafrgimgthose who

held highly oOotraditional d beliefs and value
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values and were least aligned to traditional values. She argues that future research must

be premised on o6recogniti omn vefr stihd ewar iaankdl €
impact on how academics negotiate new identities (Churchman 2005, p14). From a

di fferent perspective, Clegg suggests that
course provision and research might be important sites to investigealation to

academic identityd (Clegg 2008, p341) on th
with a strong corporatised organisational culture that supported new teaching and

research practices. In this institution, Clegg reported the emergealternative

identities that were a response to institutional demands, yet were also underpinned by
0traditional 6 values of autonomy and critic
important element in theorising what is happening insidetheeni si ty sector 6 (
2008, p343). These arguments point to a link between organisational cultures and

structures, the ways that academics work with or against them, and academic identities

Academic development

Understanding the connections between asgdional cultures and structures and how

academic identities are built by working within them is identified as a critical aspect of
contemporary educational development practias.argued thaéducational developers

require strong knowledge of institonal organisational cultures so that they can work

effectively (Land 2001, 2004, Rowland 2002, Knight 2006, Blackmore & Blackwell

2006, Brew 20071.aksov 2008Kligyte 2011, Mathieson 2011). This is because

educational development is increasingly positsd as O0strategicd to th
institutional objectives within the increasingly performative environment of higher

education (Gosling 2001, Blackmore & Blackwell 2006, Brew 2007, Taylor 2010)

Educational development practice is understood asealff d 6experi encing a
from a nonformal and minimally codified space of craft practice into a policy and
practice mainstreamdé that is fraught with t
2008). 1t is a oO6hybriliddevel ovipty8 iOd@arwhineht &
academics nor academic mana@Bew2008).but occupy
Educational development practice is therefore most commonly experienced as a process

of balancing 6requirementesdevetopmentwhileat t f ac ul

the same time meeting institutional account
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el astic practiced (Carew et al 2008), that

practice requires the capeseai&Gmant, 20l 6wor k wi t

Because of multiple demandsis itself in danger of fragmentation as a field without

anything to 6professd (Peseta 2011)

It is argued that to balance competing demands, educational developers need to
understand the organisatiomalltures in which they work as well as their own identities
and orientations tpractsein relation to these cultures (Land 2001, Manathunga 2006,
2007, Peseta 2005, 2007, Healy 2012, Bamber & Anderson 2012). A recent argument
stresses the importance afdwing about the influence of organisational cultures on
identity construction and of the diversity of identities within any institutional context
(Laksov 2007; Delanty 2008, Khan 2009, Crawford 2010, Sutherland & Taylor 2011).
Thus, more sophisticated appches based on understandings about the construction of
discursive environments through institutional cultures, their impact on identity
construction, the nature of work in the organisation, and understandings about
knowledge itself are increasingly asated for educational development practice
(Rowland 2002, Gray & Radloff 2006, McAlpine, Blackmore 2006, Knight 22006,
Brand 2007, Lee 2008, Grant 2009, Taylor 2010). For example, as early as 2002,

McWilliam argued from within a Foucauldian framewadrkh at 6a t heor et i cal

understanding of the nature of knowl edge,

educational development because this work contributes to what counts as knowledge in

p

the institutional setting @Wiliam2002 hus o&éneit

p290). This argument, in different forpmontinues to be put (see for example, Gray &
Radloff 2008, Brew & Peseta 2008, Taylor 2010, Mathieson 2011).

Consequently, arguments feork-based learning approaches to educational and
academiaevelopment point to a growing interest in understanding how academics
interact with the institutional context in their deyrday work (Hodkinsor2005,

Trowler & Bamber 2005, Knight 2006, Knighat al2006, Warhurst 2008, Boyd 2010).

For example, WarhurgtWarhurst 2008) used situated learning theory to explore how
learning about practice occurs for new lecturers, while Knight (2006) and Katight
(2006)applyEngest romdés (2001) Activity Systems
professional learning theories the informal learning of patime tutors
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The implications of these arguments are that educational development can be

understood as an institutional factor influencing academic practice

Summary

The key issues identified in the literature investigatingdemic practice are related to

the interaction between teaching and research and the increasing influence of
institutional administration in these activities. These studies identify that there are
multiple experiences of work for academics and therenairey ways that academics are
adapting to changing conditions of work in the institutional context. The key aspects of
academic world teaching, research and administratforare recognised as in a state

of flux a result of these changes. The institutiarmadtext, and factors including
institutional educational development, is understood as influential in shaping what

academics know and how they use it.

Part 3: Conceptions of teaching literature
Introduction

Whilst the working knowledge and academic practiteratures focus on social,

economic and political systems to describe and explain the organisation of academic

work, another body of workoncentratesn the livedexperiences of academics and

thus offers a different perspective on their working knogyée This body of work

focuseeson human experiences of systems and processes rather than the systems and
processes themselves. These are therefore
processes. The |l iteratur es persgpectveswved above
social, economic and political systems influencing the organisation of work, including
academic work. From these, it is possible to gain good understandings about key trends,
conditions and processes influencing the structure contempeoakyand how it is
theorised. 6Second orderd6 perspecti-ves fr

existent

The notable exceptions are studies that explore relationships between discursive
environments and identity found in the working knowledgeaoatiemic practice

literatures Studies by Boyd (2010Tlegg (2008), Archer (2008Churchman (2006)

ableand McWilliam (2002, 2004) <cited above,
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using discourse analysis or ethnographic approaches to theorise acadenities.

They are from the same tradition of studdescited in the earlier review of the working
knowledge literaturé that frame experience of work in terms of the embodied self and
discursive work that organisations do on shaping identities. Thusgattkeof Chappell

et al (2000), Billett (2000) and Hager (2000) theorised how learning and work are
connected by focusing on the relationship between the discursive environment, work

behaviours and identity

Despite this focus on the discourse/identityuse both literatures, there is recognition
that more works needs to be done to understand how this nexus is experienced in
specific contexts. In the case of academics, the discussion is often framed in terms of
the relationship between teaching and reseand how these are brought together in
day-to-day work (Gdtlieb et al 1997Mclnnis 1999, 2000, Winter et al 2000, Harman
2003, Henkel 2005, Houston 2006, Taylor 2007). The recent works by Clegg, Archer,
Churchman and McWilliam cited above, which foausarious ways on the lived
experiences of academics in specific institutional contexts, argue for more detailed and
descriptive investigations of acadend@iegperiences of their work. In this argument,
dominant accounts of the academy currently exctahsideration of the affective
embodied self and thus do not give a full picture of what is happening inside the sector.
Thus, second order studies that pay attention to how changes are experienced can, it is
contended, support efforts to theorise whatappening in the sector as well as
guarding against Oover simple derivations t
2008, p343).

The body of work arising from this literature investigates the meanings given to
phenomena as experienced by a giverufajmn in a given context. S
Phenomenographgvestigates the meanings given to phenomena as experienced by a
given population in a given context. Specifically, this body of work includes a strand

that investigates the phenomena of teaching and learning and research as experienced by
academics in fferent populations and different institutional contexts. This broader
conceptions literature and the ssét of phenomenography stands in contrast to the

working knowledge and academic practice literatures cited above because it offers only
second ordergrspectives on aspects of work. Phenomenography focuses on the
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variations in meanings of the phenomenon of teaching and learning and research
experienced by academics. Thus unlike the first order perspectives offered by the

literatures surveyed above, thad conceptions literature pays attention to how key

aspects of academic work are experienced by academics in ways similar to those

suggested by Clegg and other quoted above. The implication of this is argument is that

the conceptions literature focusedh academi cs 0 experiences of

should be the subject of intensive analysis in this review.

In the next section | undertake an intensive analysis of selected recent studies that

descri be academi cs 0 c on cmpesearahfihese stddiest he t eac
9 are recent, (dating from 2006);

1 reflect current directions in research into acadedgigperiences of aspects of

work;
1 are capable of commenting on a number of facets simultaneously;

1 comment directly and indirectly on issuekated to the everyday experiences of

academicsand
1 draw on seminal conceptions research that is well cited in the

phenomenographic and broader conceptions literature

Background to Selected studies

Academi csd conceptions of teaching and | earning

Seminalstudies investigating acadenmic®nceptions of teaching and learning were
undertaken by researchers from the early 1980s following the work of Marton & Saljo
(1984) investigating studentsd conceptions

qualittively different ways that students understood learning, these being, learning as;
1) a qualitative increase in knowledge;

2) memorising;

3) the acquisition of facts, methods and strategies;

4) the abstraction of meaningnd

5) aninterpretive process (Saljo 1979, Mar& Saljo 1984)
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This work continued with the identification of another conception of learning by Marton
et al in 1993, this being;

6) (6) learning as changing as a person

The argument made with regard to these conceptions is that the first three are focused
on the quantitative increase of knowledge through processes such as memorising and
therefore pose limitations for studentstheir learning. Students holding these

coneeptions, it is claimed, are unable to adopt approaches to learning that support

concept devel opment or O6deepd | earning. AIlt
of Il earning as an interpretive process, it
approaches to their learnidgt hei r | ear nilnthe early L1990s beeerab d e e p 6 .

interrelated studies explored, from phenomenographic and the broader conceptions

perspective, the deep and surface proposition. They argudtidbatapproaches were

related to student learning outcomes (Prosser & Millar 1998, Trigwell & Prosser 1999),
studentsdé perceptions of t hmostlfreqaentlyi ng cont e
teachersé conceptions of teaching (Dall 6AlI
Kember & Gow 1994; Prosser et al 1994; Trigwell et al 1994; Trigwell & Prosser

1999)

Teachersd conceptions, it was argued, have
studentsé | earning approaches. These concep
over multiple sudies,i nvesti gating academicsd conceptio
and other perspectivagnge from conceptions of teaching as transmission to teaching

as conceptual change (Samuelowicz & Bain 1992, 2001). The findings of a study by

Prosser et al (1994fpr example, outline conceptions of teaching typically found in

these studies, these being, teaching as:

a) transmitting concepts of the syllabus;

b)ytransmitting the teacherds knowl edge;
c) helping students to acquire concepts of the syllabus;

d) helping studerstto acquireshet e acher 6s knowl edge;

e) helping to develop conceptigrend

f) helping students to change conceptions
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The argument made by Prosser dt@n a phenomenographic perspeciw¢hat the

first four conceptions focus on transmissionndbrmation as the means of

quantitatively increasing knowledge and that this (transmission) encourages students to
adopt a Osurface6 Aatpgsprgued leadtonegatvestadenhi ng whi c
outcomes because concegtsnot learned. In this appach, teachers rather than

students control what is taught. The last two conceptions however, lead to positive

|l earning outcomes because students are enco

learning that generate knowledge.

Conceptions of teaching in tha&d other arguments made in studies investigating
teachersodo conceptions of teaching are thus
|l earning and in particular the distinction
students adopt in their learnirig.this perspective, conceptions of learning, approaches

to learning, and conceptions of teaching are related to student learning outcomes. Thus,
conceptions of teaching that encourage O6édece
focused, and thosethatewm ur age t he adoption of- 6surface

focused

Academi csd approaches to teaching

Conceptions of teaching are also understood in this literature as related to approaches
adopted by teachers in their teachiéprk on the relations betwe¢éne ac her s 6
conceptions and their approaches to teaching makes the argument that conceptions of
teaching and conceptions of learning are internally related. In this argument, in
approaches to teaching, conceptions of learning inform interdiooswhat isto be
achieved in teaching. These are related to conceptions of teaching that inform strategies
for teachingd or how it is to be achieved (Trigwell, Prosser & Taylor, 1994, Prosser &
Trigwell 1996, Trigwell & Prosser 1999). Five approaches to teachirggided by

Trigwell & Prosser (1999¥or example, were identified from combinations of four
intentions and strategies amongst a group déadhers ofirst-year undergraduate
physicsandchemistrycourses. These combinations, they contended, constituted
approaches to teaching that were teatbeused at one end of the spectrum, student

focused at the ot her and 6interactived bet w

Working knowledge of academic practice: Implications for professional development 31



Chapter 2 Literature review: Perspectives on working knowledge in academic work

a) teacheifocused strategy with the intention of transmitting information to students;

b) teacheifocused strategy with the intention that students acquire the concepts of the
discipline;
c) teacher/student interaction strategy with the intention that students acquire the

concepts of the discipline;
d) studentfocused strategy aimed as students developingdbatceptionsand

e) studerntfocused strategy aimed at students changing their conceptions.

(Trigwell & Prosser, 1999, p78).

Understanding the nature of the intentions underpinning teaching strategies was

identified from this work as critical to understanglismpproaches adopted by teachers as

a means of supporting them to change from teaftdoersed approaches. Subsequent
nonphenomenograpic studiggo approaches to teaching clarified the intentions

identified in initial work above, including intentions werginning the teacher/student

interaction strategyc(@@bove) For example, arguments thaj @bove bridged teacher

focusedand studentocused approaches am#ret hus o6t r ansil@7apnal 6 ( K
were revised following investigations that found no empirical evidence for this

(Samuelowicz & Bain 2001)hat is the same intentiond to transmit informatio®

were identified underpinning teacHecused and teacher/student interaction

approabes, as indicated below
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Table 2.1 Teacher-focused and teacher/student interaction approaches

Strategy ( Il ntention ( Approach
(1) transmitting (1) accumulation of A: teacher-focused,
information information acquiring information
(2) helping students (2) acquire concepts of B: teacher-focused,
acquire concepts of the the discipline acquiring discipline
discipline concepts

C: teacher/student
interaction, acquiring

discipline concepts

(3) developing students’ (3) develop conceptions D: student-focused,

conceptions developing
conceptions

(4) changing students’ (4) change conceptions E: student-focused,

conceptions changing
conceptions

Ongoingfrom phenomenographic and non phenomenographic perspegtiviesn

intentions underpinningpproaches confirms initial arguments that these are centext
dependent (Samuelowicz & Bain 199pr examplethesestudies identify that
approaches to teaching are influenced by
immediate context (Prosser & Trigiv&997), disciplinary orientations (Lindblom

Ylaane et al 2006) and academic leadership (Ramsden et al 2007), and are thus dynamic
rather than stabl&he dynamic nature of approaches to teaching emerging from this

work thussuggestshatthe context ofa a d e mi cisworthwafinvistigation and

analysis
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Selected studies

The studies selected for analysis in this section have their origins in foundational work

i nvestigating teacherdés conceptions of and
conceptions of and approaches to learning, described briefly above. These are a

selecion of recent studies in the field obnceptionsesearch relevant to the topic of
academi cs6 working knowledge. Each reports
conceptions of and approaches to teaching and research, and thus comments directly or

indirectly an the context of this aspect of work and their perceptions of it

As identified in Table.2, each of the selected studies takes up and extends arguments
developed over theast20 yearsn conceptions researchnt o t he nature of a
approaches tdeir teachingThese arguments include consideration of approaches to

teaching in relation to:
1 discipline influences on teaching (Lueddeke 2003);

1 experiences of change and influence of training programs (Mckenzie 2002, Ho
et al 2001, DaltAlba 2005);

1 perceptions of factors in the teaching context (Prosserngwell 1999

Samuelowicz & Bain 2001);
1 being a teacher (Akerlind 2003, 2004);

1 experiences of subject matter (Martin 2001, Trigwell & Ashwin 2003, Trigwell
et al 2005);

i dissonance in teachingrosser et al 2003, Martin & Lueckenhausen 2005)
1 perceptions of leadership (Mart al2003, Ramsden et al 2007)

1 conceptions of resear¢Brew 2001, Ingerman 2003, Ingerman & Booth 2003,
Bruceet al2004, Bowderet al2005; and

1 therelationship between teaching and research (Robertson & Bond 2001, Brew
1999, 2003).

These arguments are addressed and extended in the selected studies which investigate

relations between approaches to teaching and:
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concept of dissonance and consonancsté@reff et al 2003
discipline and contextual factors (Lindblevilanne et al 2006
changing teaching (Light and Calkins, 2008)

growth and development as a teacher (Akerlind 2007
being a teacher (Akerlind 2007

approaches to research (Akerlind 20Gthd

= =_ =/ =2 =4 -4 -

conceptions of subject matter in teaching and research (Prosser et al, 2008).

These build on arguments made in pdonceptual studiegbout the nature of

approaches to teaching. On one hand approaches to teaching are understood as subject
to contextial influences and dynamic (Trigwell & Prosser 1996; Prosser & Trigwell

1999; Samuelowicz & Bain 2001; Akerlind 2003) on the other, they are understood as
stable because they are not changed by factors in the immediate environment (Kember
1997, 2002).

Theargument for dynamism has gained momentum thrghgimomenographic studies

that relate approaches to teaching to acade
context such as class size, workloads and the level of study (Trigwell & Prosser 1996;

Prosse & Trigwell 1997; Prosser & Trigwell 1999). These studies identify, however,

that studententred conceptions are associated with dynamism and ¢hemgeas

teachercentred approaches appear to restrict or possibly negate it (Prosser &Trigwell

1999; Akelind 2003). Thus, it is argued, academic development should focus on
shifting academi cso6 appr ceatethapgroathesby eachi ng
addressing their perceptions of factors in the immediate context (ibid). The selected

studies thereforedalress arguments about the focus of academic development as well as

the relationship between academicsd6 approac

factors in the immediate context influencing it

Study 1 LindblomYlanne et al 2006;low approaches tteaching are affected by
discipline and teaching conteX8tudies in Higher Education, Volume 31, Issyduhe
2006, pages 28298
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Lindblom-Ylanne et al asserted that disciplines and factors in the teaching context
influence the adoption of approachesdaching, thus showing that approaches to
teaching are dynamic rather than stalblee nonphenomenographstudy was a two

part investigation into the role of disciplines on one hand and the effects of context on

the adoption of approaches to teachingr@nother

Two versions of the Approaches to Teaching Inventory (ATI) developed from the
qualitatively different conceptions of teaching (Trigwell & Prosser 19&tgused to
collect data from 303 academid$e earlier version was used to measure eftects
factors in the immediate context on approaches to teaching, while the later version,
which included items exploring motivational aspects of teaching and regulation

strategies, was used to determine discipline influences on these (Trigwell et al 2004)

Comparisons between approaches to teaching adopted in usual and unusual teaching
contexts found systematic variation across disciplines and teaching contexts.
Differences between AIT scores for usual and unusual teaching contexts identified that
usual tealting contexts were more likely to be teacfomused and unusual contexs

be studentfocused. This, it was argued, provided evidence that approaches to teaching

are related to academicsod6 pernwhelpinturmns of f a
areinfluenced by discipline orientation. Thus, the same teacher could adopt different
approaches in different teaching contexts according to underlying disciplinary

orientation and whether contexts are perceived as usual or unusual. They reasoned that
acadents make decisions to adopt teacbentred approaches despite having

understandings about studeentred teachingdowever, analysis of disciplinary
orientations identified a stronger associ at
adoptionofteachet e nt r ed approaches.than the O6softé
There arghreeimplications for the present study in Lindbletnl anneds f i ndi ngs

First, academicsppear to make strategic decisions in their everyday work based on
understandings aloit what is possible ithe institutional context, suggesting this

(decisionmaking) is the product of working knowledge
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Second, working knowledge of teaching appearisdimde knowledge about factors in
the immediate context that influence teaching, suggesting that knovdétge

institution itself is a dimension of working knowledge

Third, the tacit dimension of this knowledge appears to be associated withmecisio

making about what is possible in the immediate context.

Study 2 Postareff et al 200&onsonance and dissamze in descriptions of teaching of
university teachersStudies in Higher EducatiopivVolume33, Issuel, February 2008,
pages 4D61.

The second selected study by Postareff et al (2008) also ssifgshicademics adopt

approaches to teaching in response to knowledge about what can be achieved in the
immediate context. They concluded that approaches to teaching are typically neither

uniformly teacherorstudeste nt r ed i n many atteachmmgnasc sd expe
suggested in earlyhenomenographiwork that indicated that learneentred intentions

aligned with studententred approaches and teaetemtred intentions aligned with

teachercentred approaches (for example, Trigwell & Prosser, 19983.study of the

teaching profiles of 97 academics using the ATI with reference to a typical or usual

teaching context, found evidence of practices in which intentions and strategies for

teaching were not aligned. Thus, for a significant number of adeslé@mihe study

(approximately half), learnagzentred intentions were combined with teaetwmtred
strategies/approaches teacheicentred intentions were combined with learoentred

strategies/ approaches. These combinations of unaligned or atgpadions and
strategies suggested dissonant practices ar

challenges in the immediate context.

Postareff et aldentified that reasons for dissonant practice were associated with a lack
of skills or knowledge to dealithh challenges in the immediate context. These varied
from an inability to meet challenges and a lack of motivation to do so in Type 1, to a
lack of skills in Type 2, to a lack of skills, but intent to acquire them in Type 3. They
suggest t handeindeachingetcategies and $ome confusion associated with

t hat change6é could explain these practices,
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(Postareff 2008, p59).n addi t i on, a correlation between
dissonant types suggestéddat academi cso6 disciplines influ
perceived. Thus, changing academicsd percep

context and assisting them to develop skills and knowledge to meet these was identified
as a means of addressing louwafity student learning associated with dissonant
practice. This, it is contended, implicates dissonant practice as the focus of academic

devel opment and identifies contextualised s
|l earni ngd develnnypsdatspossible dirdctiomd ent | ear ni

Postareff et alodos findings have three i mpl:i
First, academicsod6 working knowledge of teac

teacheffocused and studefdcused learning and teaching that it fuutise at different

times in different contexts

Second, th tacit dimension of this knowledge appears to include knowledge about how

to apply disciplinary rules to usual and unusual teaching situations

Third, working knowledge appears to be subject teetigpment in relation to

perceptions of the context andderstandings about institutional requirements

Study 3: Light and Calkins 2008The Experience of Faculty Development: Patterns of
Variation in Conceptions of Teachinigternational Journal fohcademic

Development, Volume 13, Issue 1, pages4dy

The third selected study by Light and Calkins (20@8o0 nori phenomenographic,
suggests that the nature of tacit knowledge underpinning approaches to teaching

i nf |l uenc e sillirgresstb ehagedhgidpractice in response to challenges in
the immediate contexThe study investigated the impact of a ykerg teaching
development program on 22 participants by comparing shifts in their conceptions of
teaching at its beginning and end. Theseceptions, developed from approaches to
teaching described by Prosser and Trigwell (1999), were categorised as three types
teachercentred (Type 1), studenentred (Type 3) and combinations of these (Type 2).
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The authors reported developmental shifts tolwatudententred approaches in all

categories. Nevertheless, they identified that understanding stefgnéd conceptions

was complex and associated with more than theoretical knowl§dpeappears to

require experiential awareness of, as opposeaihiple knowledge of, what such

|l earning as conceptual change meanso6 (i bid,
confirmed shifts in practice reported in studiessaf a d e mi ¢ s 6 Wempac pt i ons
of similar teaching development programs (Ho et al 2@@d thus confirmed the view

that it was difficult for academics to develop studesnitred conceptions of teaching.

However, they hypothesised that the complexity of the shift towards the adoption of

these conceptions was because these were associatbdwa c ade mi cs 0 concep’

academic practice itself.

Light and Cal kinds argument was that types
conceptions of academic practice and possibly academic identities. They argued that
conceptions of teaching reflashderstandings about student learning in teaching as

wel | as academicsd |l earning in research and
academic identities. Thus for example, they suggested that unsophisticated teacher

focused conceptions of teaching Wabalso identify unsophisticated understandings

about academicsd6 | earning in research. Thes
connected to incomplete understandings of academic practice as the relationship

between teaching and research would not be uttdel®r identified, and experiences

of academic practi ce wo uheserdagonshipsetheef or e be
suggest, could explain why shifts to studatused conceptions of teaching were

difficult to achieve. They concluded that the relatlipdbetween teaching and research

is critical to the design of academic development programs because of these

connections

Three implications are identified. in Light

First, the tacit dimension of working knowledgieteaching appears to include

conceptions of academic practice and what it is to be an academic
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Second, conceptual change appears to be indicated as the primary focus of academic
development

Third, work-based experiential learning appears to be estemtize development of

working knowledge (of which working knowledge of teaching is a part)

Turning now to the research aspect of academic work, fifr@@omenographitudies

focusing orvariationinac ade mi cs 0 ex per researchelstedof r esearc
phenomenare examined. The first study (Akerlind 2008jamined conceptions of

being a researchewhile the others (Akerlind 2008, Prosser et al 2008) investigated
academi csO0 concept i onlatedpfenomenstedamthdr and r ese
nature of the relationship between teaching and resenrele studies explored

evidence of types of knowledge in use in research, whether research is changing and

whether there are institutional influences on research

Study 4: Akerlind 200&, An academic perspective on research and being a
researcher: an integration of the literatur8tudies in Higher Educatipivolume 33,
Issue 1, pages 131.

This study by Akerlind (2008 r ought together what was know
experiences of resedr existing studieaisng common themes in theseinvestigae

28 academi c s oarrngng pueeseiarehrincae Australian university. This

i nvestigation concluded that academicsd6 exp
consistent across discipés and institutions. The study found five dimensions of
academicsd understandings of the nature of
affected by the research; outcomes associated with the anticipated impact of the

research; questions associangth the nature of the object of study; processes

associated with how the research is undertakenfimadly, feelings associated with an

emotional dimensian

Four variations in experiences of being a r

integration of tle dimensions listed above:

1) fulfilling academic requirements;
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2) establishing oneself in the field;
3) developing personaljyand

4) enabling broader change.

The varying foci of these experiences determined how dimensions above were

expressed. Thus:

1 afocus ommeeting job requirements in (1) was expressed in the completion of
tasks such as projects, and associated with anxiety about whether ability to
perform tasks was demonstrated,;

1 afocus on becoming known or recognised in field in (2) was expressed in

makingresearch activities visible and associated with achieving recognition;

1 afocus on developing personal understanding (3) was expressed in solving
issues and problems of personal interest and was associated with interests in and

enthusiasm for researcird

1 afocus in (4) oenabling changand the wider social issues was expressed in
making a contribution to society or the field and associated with passionate

engagement with research

Akerlind argued that these experiences of research are distinguisivtner the

benefit accrues to individuals or the wider society, thus reflecting a broad distinction in
experiences of research about the purpose of research. In this argument, variations in
experiences of research are related to variations in underggarabout the purpose of
research. Different understandings of the meaning of research therefore account for
different responses to accountability measures and other academic processes (such as

peer review,)

Akerlindés findings have three implications fitre present study

First, working knowledge of research appears to includerstehdings about itstemt,

outcomes, questions and process;
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Second, the tacit dimension of this knowledge appears to include an affective domain
indicating how academics feel about themselves as researchers;

Third, it appears to include understandiagsut external factors influencing research

and the capacity teespond to these

Study 5: Akerlind 200®, Growing and developing as a university researckigher
Education, Volume 55, Issue 2, pages-28%.

This study, by the same researcher, draws on data from the same group of academics

above. It explored the legionship between research and teaching by investigating
academicsd understandings of growth as a te
Akerlinddos contention is that there is a |I
understandings about growdhd development underpin these experiences. This

argument drew on the findings of prior work, proposing that understandings about

growth as a teacher or researcher are a dimension of the experience of being an

academic and understanding academic work (iic2005). In this argument,
understandings of devel opment are related t
underlying what academics do in terms if th
2005, p28)The selected study explored this propositigrcomparing variation in

understandings of development and growth as a teacher (established in the prior study)

with the same academicsd variable understan

researchers (developed in the selected study)

Comparisonsd ent i fi ed overl apping themes in foci
growth and devel opment in research and teac
understandings of growth and development, inclusive of teaching and research, was

identified in overlaps between

1 developing comfort and confidence as a teaaehdrdeveloping confidence and

recognition as a researcher;

1 increasing teaching skills strategies and knowledge and becoming more

productive as a researchand
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1 increasing student learning outcomes in teaghimd increasing research

sophistication and outcomes in teaching and research

Akerlind contended that less and more complex understandings of developing as a
teacher and researcher were distinguished by whether the object of development is
understood asndless. In less complex understandings, development is understood as
finite and is thus focused on the acquisition of discrete skills and knowledge;
development comes to an end when these are acquired. In sophisticated understandings
(by comparison), deve@pment is understood as finite and is thus focused on

understanding the concept of learning as it applies to the individual; it is endless

I n Akerlindés argument, the overlaps identi
about how academics relatatting and research. In support of this argument, Akerlind

drew on the relationship established in the prior study above between less complex
understandings of development and teadbeused conceptions of teaching, and

complex understandings of developrhand studenrtocused conceptions of teaching.

She argued that conceptions of learning, related to conceptions of teaching, are also

identified in conceptions of growth and development as a teacher and researcher.

Akerl ind concl ud e dandingseot groath and developpnenbasan d er s
teacher and researcher offer insights into

research and the relationship between these

There are three i mplications [for the presen

First, undestandings about how to grow and develop apftebe associated with

working knowledge of teaching and working knowledge of research

Second, working knowtige ofteaching appears to include workikgowledge of
research and viceersa in (which understdimgs of growth and development are
| ocated) ; academicsd6 understandings of the

appear to be constituted from teemderstandings
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Third, working knowledge of teaching and research and academic practice overall
appears to be associated with academicso6 un

expected of them as academics.

Study 6: Prosser et al, 2008Iniversity academics' experience of research and its
relationship to their experience of teachimgstructioral Science Volume 36,

pages3i 16.

Prosser et al (2008) investigated academics
concluded that these underpin their experiences of teaching and research; thus

suggesting how the relationship between teaching and resseaafstructed by
academics. Like Akerlind, Prosser et al dev
experiences of research. I n their study how
teaching and subject matter were developed and comddredtudypased on data

from 37 experienced research academics, was in two stages. In the first stage, relations

bet ween academicsd understandings of subjec
were developed and brought alongside understandings of subjéet amat experiences

of teaching identified in a prior study (Pr
t o w hspectreired6developed as a tool to analyse and describe relations between
academi csd experiences ofterd waseisedtch, t eachin

establish empirical relationships between experiences of these phenomena

The analysis identified that there was an underlying structure in the ways academics in

the study experienced teaching, research and subject matter. It fourethat t

underpinning structure of these experiences identified understandings about knowledge

in the academicsdé6 field and how this was in
argument, the underlying structure identified understandings about the figddl as

academic practice. Prosser et al hypothesised that an underlying structure focused on
Opartso6 identifi ed aocusedlexpdriences aof teaclpng,desst we en t
complex experiences of research and less complex understandings of realtjegct

thus indicating less complex understandings of the field and academic practice.

Al ternatively, an underlying structure focu
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complete understandings of the field and academic practice that were expressed in
complex experiences of teaching and research and understandings of subject matter

In another phenomenographic stiRlpsser et al claimed on the basis of this analysis

t hat academicsd understandings of subject n
acadeni cs 0 experiences of teaching and resear (
arepivotal to how academics interpret the intent of teaching and research and are

influential in determining the strategies they use to realise this. However they argued

that academicsd conceptions and experiences
knowledge of the field and academic practice on the basis of their analysis of

academi csO0 experiences of research develope
a) a series o$elf-contained projects that do not extend disciplinary knowledge;

b) the development of field of study based concepts issues or procedures that are linked

and integrated coherently;

c) the application or development of a theory within the boundaries of the field o

study;and

d) inquiry based opeended development and change in the field.

Prosser et al concluded that the underl ying
teaching and research and their understandings of subject matter identified in the study,
providedempirical evidence of relationships between experiences of teaching and

experiences of research. These structures, they argued, could explain variation in the

ways that academics experience the relations between teaching and research in their

practice.

Ther e are implications for the present study

First, understandings about the nature of the relationship betwegimgeand research

appeato be implicated in working knowledge of academic practice

Second, understandings absubject matter in teaching and research appear to be an
aspect of working knowledge of academic practice
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Third, a tacit dimension of wking knowledge appears to be knowledge of the field or
discipline

Summary

Recent conceptions research, including pineenographic studies, identify

relationships betweemc ademi cs 6 experiences of teaching
also establish relationships between experiences of teaching and research and

understandings of growth and development as an academiclgad snatter,

suggesting that experiences of teaching and research are more complex and layered than

previously understood

Contribution of this thesis

This review of the literature, related to the working knowledge of academics, suggests
this thesis hadhe potential to make productive conceptual links across and between

what has been recently described in a recent review of higher education research
(Kandlebinder 201pas including teaching and learnjragzademic work and the

purpose of higher educatipandresearch practices in the fielthis review by

Kandlebinder argues that, these-$igids have emerged over the 1@6tyears not so

much as a result of planning, but from the ideas, issues and problems that have arisen as
higher educatiohasrespon@d to the changing epistemological and social conditions

shaping the context of work in universities

Despite changing conditions, it is noted that issues in teaching and learning and a model
of learning and teaching proposed by Biggs (1999) and develypeithers such as

Prosser and Trigwell (1999, 2003, 2004) and Martin (2000, 2001, 2003) who worked
with it, has persisted over that time and evolved. Further, this model of leérning
underpinned and represented by the concepts of deep and surface |emvetaped

by Marton and Saljo (1984) and Saljo (19@9)is now established as orthodoxy in the

field and influence thinking about the ways students learn in higher education in
powerful ways. However, it is also noted that the links between this fodub@wother

subfields, though emerging, are still under construction.
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Despite the fact that this review of the literature was undertaken several years ago in the
early stages of the study, it specifically engages with each of thigetddbidentified by
Kandlebinder. One of these sfibldsd teaching and learning is of particular

interest, partly because teaching and learning is at the core of academic work, but
perhaps more significantly because phenomenographic litethairgas developed

with spedal reference to teaching and learning in higher educaioantral to the

methodology adopted for this study

The second subeld identified by Kandlebinder is knowledge as it is put to use in day

today wor k. OWor ki ng Kn otetoundapre dcademiswork,hi s st L
teaching and learning, but also the knowledge required to make teaching and learning

and research happen in a contemporary univeisigiso clearly at the heart of this

present investigatios a phenomenographstudy, the present investigation of
academi cs6 working knowledge has the potent
conceptions of and approaches to learning and teaching and research are related to other
aspects of dayo-day academic work and ultimately hae fhotential to comment on

academicsd experiences of contemporary acad

The literature surveyed in thisview emphasised thahough much is known about

trends influencing academic work, |l ess is K
thegroudd 6, from t he p e rThipmesdntisidy hag the patentiatite mi ¢ s .
explore that which sits behind and underpins core work and which is much commented

on but little explored from an experiential perspective

Working knowledge of academic pradiwill, the review indicates, include knowledge
about institutional culturethatare shaped by trends suchnaarketsation, globalisation

and internationalisation. Further, what counts as knowledge about teaching research and
the practices required inlagion to these is embedded in knowledge institutional

cultures, the context of worKhis knowledge, acquired through work and mainly tacit,

is, the review indicates, complex and sophisticated. As a concept, it brings together
knowledge and identity. Taup it simply, recent definitions of the concept (which this

study is working with) assert that we are what we know (Symes &Mcintyre ZD0®)

descriptions of working knowledge emerging from the study have potential nabonly
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fill the gap in understandgs about how academics are experiencing trends, but to shed
light on the observed differences in the ways academics choose to work and see

themselves as academics in contemporary univetsities

The literature reviewed in this chapter drew on literatures frithin different
methodological traditions, with phenomenography identified as one of these. Though
overlapping thematically, these are distinguished by the different perspectives they
bring to the topic by virtue of the different questions asked andadelogies adopted

to explore them. As described, phenomenograplaysignificant swset of conceptions
research that adopts a ndualistic epistemologgnd adopts a nedualistic

epistemology, while the others are broadly characterised by the dpaisineological
stances they adopt. An intriguing exception, as noted in the ragievbody of work

that focuses on exploring academic identities and which adopts qualitative approaches
such as narrative analysis. This thesis, though from a phenomemogregspective,
occupies a spadhathas potential to stretch the boundaries of this approach towards the
use of narrative and other approaches in an exploration of the nexus between

knowledge, identity and practice

This potential to stretch the bounesr of phenomenography is of interest to the sub
field of academic development, also explored in the literature above. As already
discussed, this field is under consolidation and in a search of epistemosegicety
thatmayfurther inform its practiceKey ideas and concepts already informing practice
in the field are related to the learning model underpinned by the concepts of deep and
surface learning and investigated using phenomenogiapbyngst others in

conceptions researchlowever, as noted ime review, it is acknowledged that other
learning models and methodologies are relevant to research that informs practice in

academic development

This present study, with its focus on working knowledge, brings ideas associated with
learning and teachingnd research from a phenomenographic perspective together with
studies exploring knowledge, identity and practice from other tradjtansvithin the

context of a phenomenographic study. This perspective has potential to offer a different
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angle of visioron academic development practice that may be useful in ongoing
di scussions about what constitutes its key

These emerging stiields in the area of higher education identified so recently by
Kandlebinder are used in the firdoapter of the thesis to explore and discuss the
findings that emerge in the three data chapiéiefollowing chapterexploresthe
phenomenographic methodology that informs this present work>xgidinsthe

reasongor selecing it as a way of proceeding

Table 2.2 Selected studies and the themes of knowledge, change and context

Author(s) I nvesti g| Dr aws oné Al so relaj] Comment s
Light et al Experience of Ho et al 2001 Dall 'Alba 2005 Change and
2008 change in knowledge in

teaching McKenzie 2002 relation to
teaching, but also
Akerlind 2003, 2004 Martin & refers to
Luekenhausen implications for
Light, Calkins & Luna 2005 research
2006
AND

Elen et al 2007
Trigwell & Prosser

1996
Prosser & Trigwell
1999
Postareff et al, | Consonance and Ho, et al 2001 Trigwell et al 1999 Change and
2008 dissonance in context in relation
approaches to Prosser et al 2003. to teaching, but
teaching comments on the
Martin & relationship
Lueckenhausen 2005, between teaching
research
Lindblom —Ylanne et al
2006
AND

Trigwell & Prosser
1996a
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Lindblom-
Ylanne et al
2006

How approaches
are affected by
discipline and
teaching context

Kember & Kwan 2001

Samuelowicz & Bain
2001

Akerlind 2003
Lueddeke 2003
Trigwell 2001
AND

Trigwell & Prosser
1996

Prosser & Trigwell
1999

Trigwell et al 1999

Context, also
refers to change
in relation to
teaching

Akerlind 2008

Conceptions of
research

Kember & Kwan 2001,

Prosser & Trigwell
1999

Bruce etal 2004
Ingerman 2003

Ingerman & Booth
2003

Bowden 2005

Context and
knowledge in
relation to the
relationship
between teaching
and research and
knowledge

Prosser et al
2008,

Experience of
research and how
it relates to
teaching

Prosser et al 2005
Martin et al 2000,
Martin et al 2003

Martin &
Lueckenhausen 2005

AND

Prosser & Trigwell
1999

Trigwell et al 1999

Elen et al 2007
Brew 2003
Young, 2008
also

Kember & Kwan
2000

Prosser & Trigwell
1999 Light & Cox
2001,

Light 2006

Robertson & Bond
2001

Trigwell et al 2005

Knowledge,

also refers to
implications for
change and
refers to context

in relation to
experiences of
research related
to approaches to
teaching
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Akerlind 2008 | Developing as a Samuelowicz & Bain Prosser et al 2006 Knowledge,
researcher. 1992, 2001
also refers to
Prosser & Trigwell implications for
1999 change and the
context n relation
Martin & Ramsden to
1992
experiences of
Martin & Balla 1991 research related
to approaches to
Akerlind 2003, 2004, teaching
2005

Ingerman 2003,
Ingerman & Booth
2003,

Bruce et al 2004
Brew 1999, 2001a, b,

Bowden 2005, Prosser
et al 2006
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Chapter 3 Methodology: The challenge of working knowledge
Introduction

Even though knowledge is the main business of academic staff, the literature reviewed
in the previous chapter suggests that the working knowledaeadiemic staff has

escaped examinatiao far There is a good deal written on working knowleggese

and a good deal more on academic practice and the institutional frameworks within
which academic work operatéihere is also a significant body of wahat focuses on
academic stafne mb expsriénce of specific aspects of academic work, such as
teaching or researcBut theday-to-dayknowledge that academic staff need to maintain

their professional role and credibility has, so far, gone largelyploed

Day-to-dayknowledge as identified in the last chapter is, in more recent definitions of

working knowledgea complex interplay between tacit and explicit knowledge that

creates a nexus between knowledge and identity, or what we know and wlren ¥e ar

we have seen in the review of existing workKk
on one handhere are investigations intbis concepaind academic practice

including identitie®d that draw on methodologies thatitherd e s cr i be academi c:
experiences of either of these dimensions in detaibloaofrom theacademics

perspectiveOn the other hand there is conceptions research in the academic practice

|l iterature that describes academicsd exper.i
Phenomenographic work, a significant ssit of this literature, was of particular

interest in the development of this study b
experiences of their work in this waks identified in the last chapter, the broader

academic practice literaturdentifiesthe effects of broad trends of academic work, but
provideslittle informationabout the different wayis whichthese trends are

experienced by academics 6éons the groundd an

Phenomenographigork identified in the literature review investigated variation in
academicsd experiences of the teaching and
These investigations, though not directly addressing the topic of working knowledge,

were probing areas academic work from the perspective of academics themselves that

would logically be related to their working knowledge. This body of work about

academicsd experiences of these core aspect
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potentially providing a usefldasisfrom which to address the broader issue of the
working knowledge of academic work

In addition to this it appeared that the topic of working knowledge itself also provided a
basisfor a phenomenographic investigation at a deeper level that conmettiats
epistemological foundations. Working knowledge is understoa@psndent on

context and situation in similar ways to how experiences are understatidasd by
context and situation in phenomenographic terms (Marton & Booth 1997). From both
perspectives, the context is pivotal to the formation of knowledge and experience. At a
more fundamental level, a relational way of knowing connects the theorised concept of
working knowledge (Symes & Mcintyre 2000) with the theoretical foundations of
phenonenography. The relationship between learning, knowledge and work,
acknowledged in the concept of working knowledge (Boud 2000, Usher 2000) is
understood inwvayssimilar to the relationship between learning, knowledge and doing

in phenomenographic terms @hsson 1997)

As a consequence of these connections, this study investigating the working knowledge
of academic staff is approached from a phenomenographic perspkcthe following

pages the ways of thinking and working that underpin phenomenogrepby@ained

Phenomenography as an epistemological framework

As discussed in the previous chapter, there is a significant body of work,

phenomenography, which is a subset of conceptions research, which in turn is

influential in higher education researcitd learning and teachinghe bulk of this

|l iterature, which investigates academicso e
and learning and researdtas been influential in shaping thinking about teaching and

learning in higher education over tlast30 years(starting with Saljo 1979 and Marton

& Saljo 1884).Over the lasiiOyears or so, however, more attention has been paid to its
theoretical and philosophical roots and an epistemological framework and its underlying
assumptions are now moreally articulated (Marton & Booth 1997, Bowden & Walsh

1994, 2000, Dal6 Al ba 1996, Lo 2004, Bowden & Marton

key epistemological assertion is that this is a relational, not dualistic epistemology
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As a relational not a dualistipistemology, it is neither exclusively concerned with

focusing on the inner world as a means of explaining the outer world, nor with focusing

on the outer world as a means of explaining the inner. It accepts that there is no division
between the inneromwot er worl d, as O6there is only one
an internal relation between them6é (Marton
subjective becomes irrelevant from within this position. As Bowden & Green describe

it, the objectofs udy i s Ot he relation bet w@en the su
pl2). By taking this epistemological stance, the researcher accepts that knowledge of

the world, gained in experiences of phenomena, is constructed by the subject through

relating themner and outer worlds seamlessly and simultaneously

This epistemological stance has implications for conceiving, conducting and

communicating investigations of phenomena (Bowden & Green 2005). The

methodological imperatives flowing from this are refleateley ideas informing what

|l ies at the core of oOtraditional é phenomeno

experiences of phenomena. These are identified below

Variation in experience

In taking a nordualistic stancgghenomenography accepts that thellelve variation

in the ways that subjects relate to phenomena; each experience is the product of the way
the inner and outer worlds are internally related by the experience. It is accepted that
experience is always partial and that time and place walyliknfluence any experience,

so significant variation of an experience will occur. However, it is also accepted that
there will be a finite range of ways that subjects will relate to a phenomenon within any
group. As a result, phenomenography focusesapiation between ways of

experiencing a phenomenon, or the different ways that subjects relate to a phenomenon.
The key purpose is to map and describe the range of ways in plfedomea are

experienced within a given population

Key aspects of variation

The key task in mapping and describing the range of ways in which a phenomenon is
experienced within a given population is to identify what distinguishes different

experiences of phenomena from others within that group. These differences are defined
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by ybékaes pect s,which foeua onithe majoo, nod minor differences between
experiences. This process creates categories of experiences rather than a catalogue of
every experience of the phenomenon within the grdbp.aim of phenomenographic
researh is not to capture the richness and complexity of human awareness in any one
moment or across timé is rather to identify the critical key aspects of variation of a
specific experiencd those that offer insight into the understanding of the phenomenon

as it was experienced at a particular time

Expanding awareness

From a phenomenographic perspective, any phenonraaghe thought of as a

complex whole with component parte making sense of this phenomenon individuals
will discernmore orfewerof these parts and their relationshipith each other. The

more awareness that is demonstrated of a phenomenon the greater will be the
understanding of how parts fit together and how other parts fit into the overall pattern.
There will be a holistic awarenesktbe complexity rather than an almost arbitrary
awareness of bits and piec@&his typical pattern of an expanding awareness of the

nature of a phenomenon is common across all phenomenographic.studies

The structure of meaning

An expanding awareness ieepumed because phenomenographic studies assume a
dialectical relationship between the structure of experience and the meaning of that
experience, so experience of a phenomenon presupposes a meaning and a meaning
likewise is based on the recognition ofeatain structureExperience and structure pre

suppose each other and are intertwined

Structural and referential dimensions

The meaning of the experience is typically called the referential a§menetimes it is

simply referr @heretrentialaspect hteh & whlad w6 ,baE t he e x
been identified as having two componeiitse first is how the phenomenon is seen,

understood, as a whol€he second is how different aspects within the phenomenon are

seen and how they are connected atated to each other. How an individual

experiences a particular phenomenon will depend on the range of component parts

discerned and how they fit togetl@&rand the overall sense they make.
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Hierarchy of understanding

The more aspects of an understandingndividual discerns and the more relationships
between component parts that are identified the deeper an awareness of a particular
phenomenon is acknowledged to Because all levels of awareness refer to the same
phenomenon there is an expectation gllaways of experiencing will be logically
related.Less complete awareness will necessarily be included within the understanding
of those who demonstrate greater awareri@ss.consequence is that the overall range

of understandings as constituted thgbuhe data represents a hierarchy of awareness

Outcome space

As part of the reporting of outcomes, phenomenographic studies present what is called
an O0o0ut c dhiees achad thag répresents the range of different ways a

phenomenon is experiencexlled categories of description.

Categories of description

It is argued that there will be a logical relationship between the different categories of
description because they all refer to the same phenomenon. The outcome space is seen
as a structured spe where related awareness is mapped, so the categories are seen as
descriptions of the range of different understandings of the phenomenon and the
variation in the meaning is represented by the structure of that meaning as it is mapped

onto the outcomepace.

Focus on collective rather than individual understanding

In phenomenography a category of description does not necessarily represent the
experience of any particular individudhese categories are rather descriptions of the
key or critical aspectsf a phenomenon as they are derived from the collective data.
They represent a perspective from a particular structural and relational position, not
necessarily the perspective of any individual. They are often criticised for being
minimalist but they ae meant to represeanly the essence of an experience and to

highlightonly key aspects of a phenomenon

Working knowledge of academic practice: Implications for professional development 55



Chapter 3 Methodology: The challenge of worledgénow
Validity and reliability

Validity is established in phenomenograhy by iterating between transcript data and
researcher interpretations of data. Intetative rigour is critical to ensuring that what is
under analysis is in fact analysed. This can be achieved by checking interpretations with
others. It is important that the researcher does not impose meanings on the data, so
reliability is important teestablish. This is done in a number of ways, but-inter

reliability rating (in which, for instanceothers are asked to interpret data) is a common
method (Akerlind et al 2005).

Phenomenography as method for this study

As was seen from the literature reviegpects of academic wodk mainly teaching

and research and learniéig have already been analysed and categorised according
phenomenographic principles, so these studies were a starting point for an investigation
of academi cs 6 Wheseksidiesgver& axpeetdd & thegsegnificant

because they dealt with the caspects of academic waitkatcould logically be the

focus of working knowledge. Moreovehe underpinning theoretical perspective of
phenomenography which suggests there will be alationship between not only

different ways of experiencing the same phenomenon, but also ways of experiencing
similar, or relatedphenomend identified a way forward for understanding what

phenomena comprised the phenomenon of working knowledge

At onelevel, the basic challenge was consequently to find out what more beyond

teaching and research was within the awareness of academic staff when they talked

about their working knowledgeiterature in the previous chapter offered guidance on

this, withtwobr oad yet possi bly unconnected areas
the area of academic work often identified as the third aspect of academic work

alongside teaching and research (Greenbank 2006, Karlsson 2007). This is variously

defined in this lieratureas service to the university and service to the community. The

second area, administration, was identified in discussions about increased

managerialism and accountability as being a significant aspect of the working life of
academic staférisingin the context of the changing nature of knowledge and its effect

on universities
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When academics in the study were asked about their working knowledge, it was
consequently anticipated that teaching and research would be highligjimted.also
anticipatel t hat i deas ¢ o manageriabmang acéosirdabiltyinightdé an d

emergethough there was no other phenomenographic study that supported this

The initial task of the analysis would involve establishing what additional field or fields

of knowledge, other than teaching and research, constituted the working knowledge of
academic staffThis initial analysis is described in full later in the thesis. In order to
accommodata full explanation of method, however, it is flagged at this stage that a

thh rd domain called O6institutionaThisadmini str
domain included activities from simple administrative tasks to complex issues of

governance and management. All these activities in one wayotinercould be seen as

respanding to university demands around the governance and administration and some

satisfied the definition of 6serviced to th

It was clear from the responses from academic staff in the study that they saw academic
work as a series of sepaed but related areas. These were subsequently drgsthl

i nto 6domai ns 6 odf teashing, kesearch arid mstitutioreald g e
administration. Whereas phenomenographic analysis typically has a focus on the
phenomenon under investigation as alsimptity, it was clear in this study that the
phenomenon was a mufthenomenal field comprising at least three phenomena

(domains)

After establishment of the three domains, individual transcripts were marked up to
identify sections referring to each dam and analysig/as undertakeof theday-to-
dayworking knowledge at the heart of that specific domain. Following this initial

analysis however, a subsequent analysis that worked to both connect the three domains
and to identify a broader crephenomenidield of working knowledge was

undertakenThis second level of analysis did not employ traditional phenomenographic
methods and is described in more detail later
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Context of the study

The review of the literature established that working knowledgeipritduct of work

in a specific context and working knowledge of academics is the product of work in an
institutional context. The working knowledge of academics in the present study was
therefore understood as the product of work in that specific ingtidtcontext; a

context that was similar to other Australian institutions yet defined by circumstances
and conditions unique to the institution. The context for the study was therefore more
than usually important for a phenomenographic study because diréct influence of

context contributed to it in the construction of working knowledge

1 The site of the present studgs Victoria University (VU) in Australia. VU
received university accreditation status in 1990. Similar to other universities
establishd as a result of reforms to the national tertiary education system, it
resulted from the merger abn-self-accredited tertiary institutem this case
the Footscray Institute of Technology and the Western Institute. In addition to a
higher education congment that grew from these two institutes, it has a
significant vocational and further education component as a result of a merger
with the regionbds | argest provider,
Technology, in 1998. Approximately $@r cenbof thestudent profile of 50,000
and the staff profile of 800 teachers and academics work in higher education
faculties. The higher education component is characterised by a developing
research culture with a strategic focus on engagement with industry and the
professions and a teaching focus with a strategic focus on work integrated

learning in the context afrosssectoral curriculum development.

1 During the period of data collection and analystsategic directions
(highlighted above) were implemented following the appointment of a new
Vice-Chancellor. Higher education was the starting point for review and
implementation, with the result that a wave of changes, including faculty

restructures, wag progressluring the period of data collection

Changes that occurred either immediatedyore andluring, or were anticipatealithin
this period included:
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1 thedevelopment of a suite of teaching and learning policies and procedures that
requiredcrosssectoral programs, the development-¢é&ning approaches, the
integration of o6éreal d work experiences i

the collection of student feedback;

1 theestablishment of a system of monitoring and recording research qutguts
formation of research centres and the requirement for all academics to establish

60research amd¢dti ved status;

1 thedevelopment of an Enterprise Agreement between staff and management.
This included an escalation of unibased activity in responsettee perceived

rapidity of these changes and the demands these made on academics

These factorsas well as the essentially ntraditional nature of the institution,

suggested that this site for the study would possibly elicit evidence of alternative
pracices and identitieto thosedentified by Archer (2008). In this argument, Archer
asserted that netnaditional institutions are compelled, in reaction to market forces, to
develop research and teaching cultures that distinguish them from traditioriadi amst
against which they cannot compete. These cultures, it is argued, shape alternative
teaching and research practices and identities. These, she suggests, reflect emerging
trends that will ultimately shape academic work in even traditional institithe

analysis was undertaken in light of this argument.

Data collection

Data collection was conceptualised, in accordance with phenomenographic approaches
to analysis, as integral to analysis of data (Marton & Booth, 19®%&) main aim of the
interviewwasto encourage interviewees to give their own understanding of what

constituted the work of an academic day to.day

The key source of data for the study was transcribed interviews from 20 academics at
Victoria University. D#a collection protocols adopted for the stuerein accordance

with well-established principles guiding phenomenographic approaches and included:
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1 adoption of a neutral stance before and during interviews so that the
participant sdé 0 edaia¢Saniber PO, Asbwbrthf&luras t h
2000, Bowden & Green, 2005);

1 selection of participants for the study who could yield as much variation in

understandings of a phenomenon as possible (Marton & Booth 1997);

1 development of an interview protocol comprgan opening question, requests
for examples and a review/summing up question (Bowden and Green 2005);

1 conduct ofpilot interviewsto trial questions and interviewing techniques
(Akerlind 2005, Bowden & Green 2005); and

1 conduct of interviews in a congt manner so that all participants were asked
about the same phenomena (Bowden 1994a; Prosser 1994; Trigwell 1994; 2000,
Svensson 1997, Dal Al ba 2000) .

Participants

The 20 participants were recruited to the studywo months prior to the conduct of
interviews. It was constituted with a view to eliciting as much variation in work

orientations and perspectives as possible, these being:
disciplines

types of work

1

1

1 levels of appointment
1 experiences as academics
1 cultural backgroundsand
1

gender andole descriptions

These groups were not difficult to identify as the University has a diverse staffing

profile. Participants were identified by a variety of means including;

M listsof new staff developed by tdofer uni ver si

identification of newto -VU and sessional staff;

91 universitysc h o athffing listsd for identification of discipline areas;
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1 universityheadsof schoolsandresearchnstitutesand centre® for

identification of senior levels of appointmeatid

1 listsof internal research, teaching, service and engagement award readpients
for identification of academics with specific roles and functions focused on
these areas

Access to these lists was not difficult. As Head, Staff and Curriculum Development in
the Centrdor Educational Development at the time of selection, | was familiar with the
administrative structure of the organisation as well as communication processes and
systems. | also knew many academics at VU either by reputation or through my role

interactions

Twentyacademics took up the invitation to participate in the study following:

1 anintroductory email outlining the purpose of the study, its requirements in
terms of their time and measures to ensure confidentiality. This emphasised that
participationwas not mandatory, associated with institutional requirements or

specifically about professional development because of my role;

91 afuller briefing in which the nature of the study and the process used to collect
data was spelled out fate face followingreceipt of a positive response to the
introductory emailFifteenparticipants receivedfaceto-face briefingjfive

were happy to participate without it
1 briefingslasted 2840 minutes, were informal, and covered the following:
1 anexplanation of th@rocess and confidentiality procedurasd
1 ability to withdraw at any stagencluding during data analysis
1 issuesdentified and discussed in these meetings included:
1 an explanation about where transcripts would be kept (my office),
1 whetherparticiparts could read transcripts (yes),
1 whethertapes would be used (yes)

1 whetherthese would be heard by others (ym#,the transcribers signed

confidentiality agreements),
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1 whethertheir manager or anyone else would be able to trace comments to

them (no, beause of the nature of phenomenographic analysis)

None of those interviewed indicated that they wished to withdraw from the study. The
high response rate to invitations to participate (20/21) and the strong interest in the issue
of working knowledge in ademic work confirmed in my mind the topicality of the

subject amongst academics

The size of the group was deemed suitable for the study because:

1 itwas within the accepted range for a phenomenographic study, the minimum
being 10 or 1%nterviews (Trigwell 1994, Entwistle 1997);

1 itwas the same size as recent phenomenographic studies investigating
relationships between multiple phenomena. The literature review of selected
studies identified samples of 20 in studies by Akerlind (Bp@8d Prosser et al
(2008), for exampleand

1 comparisonsvith other doctoral theses using phenomenographic approaches

confirmed that 20-interview sample was appropriate for a doctoral study.

Table 3.1 Participant profile

Level 2 level A, 7 level B, 3 level C, 6 level D, 2 level E

Experience 1 month — 23 years

Responsibilities | 4 Lecturer only, 11 Unit coordinator 9 Course coordinator, 3 Head of
School, 1 Head of Research Centre

Gender 10 female, 10 male
Discipline Business and Law (Accounting, Marketing, Economics, Tourism,
Management)

Health, Engineering and Science (Paramedic, Computing Science, Civil
Engineering, Bio medicine, Mechanical Engineering, Biology,
Mathematics)

Arts, Education and Human Development (Social Work, Nursing,
Humanities, Education, Psychology, Exercise Physiology, Cultural
Studies, Sport Science,
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Interview questions

The interview questions for the study were developed in accordance with guidelines

identified by phenomenographic researchers, these being:

i attentionto the issue ointerviewer neutrality in recognition that the interview is

a caconstruction of meaning of phenomena (Sandberg,)1997

1 recognitionthat questions asked during the interview are critical to the adoption

of a neutral stance (ibid);

1 establishmenbf a frameverk for the interview around three distinct
component® overview, guided reflection with examples and summary and
commen® that are designed to minimise interviewer impact on the co
construction of meanings of the phenomenon under analysis (BowGzaeh
2005);

1 developmentf follow-up questions to elicit concrete examples and thus clarify

the meanings of the phenomenon that emerge (Sandberg 1997);
T af ocus on O6whyd folasv-upvgeéstion as a way of brinding | n
attention to the meangnof the phenomenon for interviewees (Akerlind 2005

and

1 conductof a pilot study to test the questions and develop interviewing
techniques as recommended for novice interviekerlind 2005, Bowden &
Green 2005)

The conduct of the pilot study of fiveterviews resulted in modification of the initial

interview schedule as outlined in TaBI&.
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Table3. 2 Modifications to interview schedule

Framework

Pilot questions

Final study questions

Planned open question
(‘what does the
phenomenon mean to
you?’),

Planned open question

What does working
knowledge mean to you?

Follow up:

'‘Could you explain that
further?', 'What do you mean
by that?’ ).

Planned open question

What do you need to know in
order to work as an academic at
vu?

Follow up:

'Could you explain that further?',
‘"What do
Why do you think that is so?

you me

Planned question
prompting a concrete
example about the
phenomenon

&

Questions that
encouraged the
interviewee to give their
own concrete examples

Planned question prompting
a concrete example of
working knowledge

Can you give me an
example of your working
knowledge?

Follow up:

‘Could you explain that
further?', 'What do you mean
by that?’)

Planned question prompting a
concrete example

Can you give me an example of
a time when you felt you had
enough/did not have enough
knowledge to work and do your
job as an academic?

Follow up

'‘Could you explain that further?’,
"What do you me

Why do you say that?

A planned final question
clarify and check
meaning

A planned final question to
clarify and check meaning

You identified earlier that
your working knowledge
involved xx, is that right?
Have | got it right?

A planned final question to
clarify and check meaning

You identified earlier that your
knowledge of working as an
academic involved xx, is that
right?

Have | got it right?

Can you describe again what
your working knowledge is?

Follow up:

Could you explain that a bit
more?

So what do you mean by that
exactly?

Your working knowledge seems
to be xx — is that right?

Il s there anythi
to add before we finish?
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The initial questions were problematic in the pilot interviews because they:

T Did not seem to tap into an interviewee:/¢

working knowledge at an ear$fage of the interview.

1 Encouraged descriptions of what the academics did, rather than encouraged an

articulation of what it was they needed to know

Modifications to the questions therefore focused on supporting academics in the study

to make explicit thie understanding of what they needed to know to work as an

academicFor example, when th@annedopeningg u e s Whatdoes wWorking

knowledge mean to yo@®as put to interviewees in tipdot study, the response was

met with requests for a definitioroim the interviewer, or confusion, or an outright

6dondét knowd. However Whandoygonneedioeknow emvordes e d g u e
to work as an academic at VB®as asked, it elicited conceptual responses that

included practical examples

The modifiedquestions were used in all subsequent interviews. Interviewees were
guided during the interview to reflect on théay-to-daywork, but more importantly,

what they needed to kndw undertake their work as academics at VU

The opening question focusedhadly on knowledgeni dayto-day work in the
institutional context and soughttdr&a e t he i ntervi eweeds awaren

of working knowledge within that context

Questions about times when interviewees had the knowtadtje not have the
knowledge to do their work sought to elicit examples of knowledge put to wdekyin
to-daypractice. These arfdllow-up questions focused on exploring interviesee
understandings of the phenomenon of working knowledge and their avsaoénes

dimensions or aspects thfis knowledge.

The final question sought to summarise the intervisugederstandings of working
knowledge. This and tHellow-up questions focused on eliciting a more conceptual

description of working knowledge
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The questins thus sought to start with interview@psrceptions of the immediate
context of their work and their understandings about knowledge néadbat work

and move towards descriptions of it in abstract terms at the end.

Transcripts

Data was collecteddm 20 interviews, five of which were conducted in the pilot study

using questions that were subsequently modified

Interviews were undertaken with reference to recommended procedures for the conduct

of phenomenographic interviews, these being;

1 conceptuabation of the interview process as starting with the information
provided to interviewees and ending with the transcription process (Akerlind
2005, Bowden & Green 2005);

1 acceptancehat meanings of phenomena were jointly constructed by the

interviewer andnterviewees in the course of an interview (Akerlind 2005);

1 recognitionthat a planned process aimed at controlling interviewer input to the

construction of meanings of the phenomenon was necessary (Gregn 2005

1 recognition thainterview technigueassistingnterviewees to theorise the
phenomenomvereimportant in determining the quality of data (Bowden 2005);

and

1 recognition thatranscriptionshould be accurate (Walsh 2000, Barnacle 2005)

Interviews were conducted ovireemonths from November 2003 to February 2004

foll owing approval from the Universityods
2003). These were typically &@ourin duration. Transcriptions were completed within

three months by two transcribers working underdinection of the author (by June

2004). These were typically between2®doublespaced pages in length and were

checked by the author during and after transcription

All interviews followed the same sequence, though the pace and scope of interviews

varied according to how interviewees responded to the questions.
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1 Pre interview activitiesyundertaken at the site of interviewhich was typically
the intervieweeds office or a space nomi
businesdike discussion about thtaping procedures, and confirmation that the
interviewee understood how confidentiality was assured and had the right to
withdraw at any stage. The interviewer avoided casual discussion about the
topic of working knowledge in an effort to minimise influergthe
i ntervi ewe e 6ofthewconcept.rThetinternvidw dnd gioeéginuntil

the intervieweeds questions were answer e

Interview

o Stagel comprised the openirgiatement and questiofihe statement
was scriptedandocopr i sed a summary of the stud
guestion started with the intent of eliciting a description of what was
known by the interviewedollow-up questions focused on clarifying
meanings, budid not develop these beyond what was stated by the
interviewee. Questions were repeated or rephrased when responses were

unclear or interviewees sought clarification.

o0 Stage Zomprised questions seeking examples of times when
interviewees had or did not have working knowledge. The contrasting
examplesamd to develop intervieweeds und
Follow-up questions on this were focused on getting descriptions of
knowledge needed may-to-daypractice or explanations about what was
meant. These were avoided if interviewees could not elsbafzen
asked to or give examples of instances when their knowledge was put to
work. For example, if an interviewee gave an example of a time when
they had working knowledgéut could not think of a time when they did
not have it, | would move oo the rext section, but invite them to offer
an example if they wished in the summary section of the interview.
Follow-up questions were repeated or adapted to examples cited by

interviewees if necessary.

0 Stage omprised questions seekingto summahse nt er vi ewee 0 s
understanding of working knowledge in conceptual terms@bhdng

the interview to a close. A summary o
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knowledge was offered, for comment, to the interviewee.foll@v-up

guestions sought to clarify the mearsrgf working knowledge to the

interviewee. Interviewees were encouraged to offer their theories about

working knowledge and academic work if it helped clarify the meanings

given to it.Follow-up comments on responses were also avoided. For
example,itwag o mmon i n i nterstihaws rti @ hlt & 6a wk
interviewees answered questions about the knowledge they used in their

work. When this occurred, interviewees were assured that there were no

right answers and invited to make further responses or prove

Transcripts

o were produced as soon after interviews as possible (typically, vithin

weeks of interview);

o pilot interviews were transcribed by the author to gain an understanding
of the process, while the rest of the interviews were transcribegdoy t

transcribers under the direction of the author;

0 transcribersvere used because of time constraints owing téulh@¢ime
work status of the author; as wehis process was a realistic

representation of research under normal working conditions;
o transciptswere verbatim and checkéar accuracy by the authcand

0 intervieweesvere sent copies of their interview transcripts.

Storage

o0 transcriptstapes and signed permission forms for each interview are

stored in a | ocked ffficdji ng cabinet in

o €dectronicfiles of the transcripts and scanned permission f@maalso
filed electronically on @assworeprotected drive accessibdaly by the

author;and

0 adocument combining all interviews was assembled. All identifying

information was remokefrom the transcripts and each was allocated a
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numberthatwas subsequently cited in the findings. This document was
the key data source used in the analysis.

Before a full description of phenomenograpanalysis is offered, however, | provide a
description of the first analysis undertaken in the stlitlis was in response to the
multi-phenomenal nature of working knowledge, and recognition that there was a need
to deconstruct the field to understand hbwas put together before a more detailed
holistic analysis could take place. This initial analysis was undertaken to highlight
which major areas of work, or domains, as they are called in this study, were involved

in the expression of working knowledhg academic staff

Analysis

Because our common understanding of academic work is so socially and culturally
tuned into the idea of teaching and research, it would be unlikely for these domains not
to be keyelementsn any description of working knowledder academic work

Without any prompting, all interviewees talked about teaching and what they needed to
know to perform their teaatg roles and responsibilitielf.had been assumed that this
would also be the case for research, but this was nbit soh heswuddiversity where

the study was undertaken, some academics were largely involved with teaching and
minimally involved with researgland there were a small numbsixj who did not

bring up research as being part of their working knowledge pratthpted Once

prompted, however, they did not hesitate to offer a description of what working

knowledgethey neededavith regard to research

A major question, from the start, however, was whatwessentral to a working

knowledge of academic work andwwasthis expressed and understodtie idea of
0serviceod thesncoemsesnt yas anal ysis of academi
of promotion procedures, and this was clearly one possilAlitgther possibility came

through literature on acadetnivork that had highlighted the extent to which academics

typically expressed conceaboutthe increasing amount of administrative functions

their day-to-daywork involved (McWilliam 2004 Churchman 2006
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As it turned out, in the interviews of the pressstudy, there was little or no focus on

0 s e r, but theeedvas significant comment on the extent and weight of administrative
and accountability type task&lthough it was unclear how to best to name this third
category, after several readings of ttanscripts it was clear that a third domain relating
to institutional requirements was significéntindeed dominan® for all interviewed

academic staff.

Although there was little doubt that administrative procedures were signijfitcafién
appeared that they were closely related to teaching or research and spoken of in the
same breath, though at other tinlesfocuswason something more like management

or governanceQuestions arose as to whether there was more than one domegiarhe
whether the third domai@ncompassedther managemenrtadership or governance
issuesEventually it was agreed fwroceedwith a working hypothesis of a third domain

of O6instituti on awhilesupportimgiteachingeaandiresaa@lisowh i ¢ h
involved the support maintenance and development of the university as an organisation.
The following section gives a little more detail concerning the identification of the three

domains, but principally focuses on the initial phenomenographic amalysi

First level

Although there is some variation in the ways in which researchers have undertaken
analysis in phenomenographic studies (Akerlind 2012, Bowden & Green, 2095
procedure adopted for tliest-level analysis of this study was broadlylime with

approaches commonly undertaken in Australia (Akerlind 2012)

1) Each interview was read as a whole in order to get a sense of the overall
transcript.The initial focus was on identification of distinct domains

2) After an initial reading of the trangpts it became clear that something

around administration would likely form a third domain.

3) Discussion at this stage between researcher and supervisors preceded a
decision to work on the basis of this hypothdsig to remain open to other

possibilities.
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4) Each transcript was subsequently read as a whole twice Ti@eéntention
here was first to confirm the three domains as a reasonable way to begin
working, but also to become aware of the range of responses across the

sample

Developing outcome spaces for the domains

5©  The aim of the analysis, as discussed
s p a@&@ @& dhis instance three outcome spadds outcome space is a
representation of the ways in which the interviewees as a whole respond to
the key dimensions of ea@henomenon or domain under scrutifilye
focuswithin the phenomenon or domain is ploteéahgthe referentiabxis,
andthe range of different ways in which the phenomenon presentditself
0 h 0 is ilentifiedalong thestructuralaxis.

6) In this study an initial task involved dividing the transcripts into sections that
focusedon each of the three identified dimensions of academic work, then
evaluatingeach interview in terms how each of the three domains appeared

to be understoad

7) Each dimension was worked on, one at a tjrmed each outcome space also
developed separately. A similar process, describedla below, was

undertaken for each of the analyses of the three domains

8) At this stage there was no attempt to connect the domairesasiz:d

within each interview.

Establishing differences and similarities

9) Early readings for each of the separate three domains highlighted what were
seen as major differencds.the teaching and research domains existing
studies obviously influenced awgals, butmy focus wasalways on a
working knowledge of these domairsther tharan attempt talescrite

understanding of the concept itsa@é was the case in existing studies.

10)Highlighter pens were used in the first instance to mark what appeared to be

significant sectiong whichinsightful or relevant comments were located.

11)Initially the task involved simply finding differences and similarities.
Several groups emergedwhichthe main focus was differensbetween

the groupings and similarities withthe groupingsAt this stage there was
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little attempt to identify groupings into theo-dimensional chart of an

outcome space.

Establishing a hierarchy of awareness

12)Following the highlighting of major differences temporary orderingas
undertakerbased orvariatiors in focus with particular reference to the
complexity of awareness of the phenomerfowareness of a phenomenon
as a complex whole or as a series of related or unrelated parts, described in
the Prosser et al study 2008, discussed ifitgrature review, was key to

teasing out differences at this stage.

13)Provisional organisation of the outcome spaces progressed in this way over a
period of checking and rechecking and refining for alm@snhonths for the

combined three domains

14)Across tlis time the provisional outcome spaces were checked against

transcripts and discussed and debated with my two supervisors.

15)After some time the outcome spaces for the three domains appeared to be
developed to a useful extent and attention turned to thechalenging

methodological second level of analysis.

Second level

Phenomenography is the major epistemological and methodological framework adopted
for this study angwhile traditional phenomenographic methwdswell suited to the

first part of the stugwhere separate domains were analysed, the use of
phenomenographic method for the second part was more challenging and less
straghtforward. The challenge lay in expiong how the identified domains relatéo

each other and how working knowledgaderpimedthe domains. In the first instance,

the epistemological assumptions underpinning phenomenography suggested that these

relationships could be established

As previously discussed, according to phenomenography, the experience of any
phenomenon involve$i¢ simultaneous experience of other relgtieenomea.
Focusing within and between related domains can provide insight concerning the

structure of the larger combined fieBased on the assumption that there will be a

Working knowledge of academic practice: Implications for professional development 72



Chapter 3 Methodology: The challenge of worledgénow

logical relationship between thesegplomena, it should be possible to map these
relationships analyticallfMarton & Booth 1997)So, although in phenomenography,
an experience is always holistic, it is broken down into component parts for analytic

purposes, and this is the case both withid across phenomena

As has been indicated, how an individual experiences a particular phenomenon will
depend on both the range of component parts they discern and how these parts fit
togetherin any context there will be a range of related phenonfezid$ and because
experience must be cohergihtan be expected that relationships will emerge between
the separate inteelated domainsThis combination of fields (or domains as they have
been named in this study) would logically and analyticaliygnfa new mult

dimensional domairin this study, the combining of the three related domains of
working knowledge of teaching and research and institutional administration could

|l ogically combine to form a new combined

Developing an approach

The combining of domains or fields is not without its challenges, however, and there is
little existing work in the phenomenographic literature that has extended into this area
of multi-dimensional domains and integlationships between re¢atphenomea

However, two existing phenomenographic studies in particular have made headway

here and seemed relevant for the present study

Both of these studies have directly informed this secmade challenging part of the
analysisProsser et al (2008) has shown a relationship between academics

understanding of teaching and research and subject matter and Akerlind (20, 2008

has shown a relationship between developing as a university teacher and being a teacher
and developing asneacademic (Akerlind 2007].hese existing studies used different

ways of working to combine phenomenographic fields or domgexsh of these

studies and what the present study took from them is described and explained below

Prosser et al (2008), workedth three domaingeaching research and subject matter.
Their aim was to explore the relationship between teaching and research and to use
subject matter as a domadhmatconceptually overlapped both teaching and research in
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order to map the relationshigetween the three domaiés but specifically to highlight

thelong-contested relationship between teaching and research

The research sought to establish relationships in the ways that the structural (what) and
the relational (how) aspects of each of doenains overlapped and they plotted this. In
doing this they highlighted the ways in which participdataisedon isolated parts of a
phenomenographic field docusedon structuring the parts into wholes and how this

focus on parts or wholes essentiatguctured their fundamental understanding across

the three phenomenal fields. They also used a statistical analysis of the frequency of
different combinations of ways of experiencing the field, in terms of parts and wholes,
to further support the analysis

Akerlind (200®) worked differentlyfrom ProsserShe undertook an exhaustive search

of each of the interviews to find how the understandings of each of the phenomenon
combined within each individual intervie®he coded and analysed each interview in
terms of each of the main phenomena under investigation and then again to,see how
within the transcriptthe interrelationships came together and were expresiesl.

found, as had Prosser et al, that there was a relationship between the increased
complexty of understanding across each of fiieenomea. Of particular significance

for the present study, however, is that she also sought out underpinning themes that
connected each of the fields. These dominant themes of awareness spread across and
underpinnd the largerrelated conceptual fields and consequently could be found

reflected across the range of outcomes in each of the phenomenological fields

This study attempted to combine aspects of methods developed by Prosser et al and

Akerlind in interrelaing the three separate domains identified by academic staff as

being the most significant aspects of their working knowled@ige.starting point for

thissecond e v e | analysis was adopting the method
analysis undertakernyliProsser et akFurthermore, a statistical analysis similar to that

used in the Prosser study to explore the strength of relationships across the domains was

also adoptedl'he way of working selected by Akerlinghich involved seeking

underlying themethatextended across all of the three domaivess also adopted.
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Working with a hypothesis of structure

As indicated above, following initial analysis three domains were identified as
contributing to the working knowledge of academic stbéiaching and resrch and a
third domain, of O6institutional administrat

knowledge academic staff engaged with day ta day

Part of the challenge of identi fwasthagy t he do
it frequentl overlapped with descriptions of teaching and even of resdewch.

instance, in the same sentence interviewees would talk of engaging with a class of

students and then move across to descriptions of administrative work also involved in
supporting studest They would equally talk about their research and in the same

breath they might discuss the mechanisms required to report that research within the
university.It became clear early that there was an overlapping working knowledge

relevant to teaching amdsearch, but that there was also, beyond this, an awareness of
administrative tasks as being involved in the running and developmentwvoli the

institution

Above | described hown the Prosser et al (2008) study, one of the mechanisms for

l inking phenomenal fields involved the wuse
of connecting understanding of teaching and research. In the present study, it was
hypothesised thatthishi rd domain of &éinstitutional adn
way to the way Osubject matt ddseémedad wor ked
plausible that the ways in which academic staff understood institutional administration,

as working knowldge, would, in some way, connect to the ways in which academics
understood theiday-to-dayworking knowledge across teaching and resedfthe

domain of institutional administration was explored in terms of participeggponses

0 when analysed as gigal and or holist 8 and if this outcome was then related to a

partial or holistic type analysis of the other major domains of teaching and research, it

may offer some insight into how academics understood the underlying concept of

working knowledge acoss the domains. This was the aim.

Following on from the Akerlind stud§Akerlind 2008b) it was furthethypothessed

that there would be underpinning themes articulated by participants that connected the
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separate domains and related experiences of wokkiogledge across the three
domainsaA further analysisvas consequently undertakehall transcripts that sought
out such underpinning mugihenomenal theme$he outcomes of this analysis were
subsequently brought together with the parts and wholgsasaescribed above and
involved in developing insight across and into the rpliétnomenal field of working

knowledge

Identifying the structure of awareness

In the following section a more detailed explanation of the way of proceeding with the

secondevel analysis is provided

Prosser et &2008had highlighted four levels of complexity in the parts to wholes

analysis.In the first a phenomenon was understood as a series of unrelatedlpests.

way of experiencing the domain was identified and dekce d as Ihthe omi st i c 0.
secondthe phenomenon was experienced by linking parts of it together, but not seen as
integrated in any waythis was calledl i n k e d riretie ¢éhirdithe pharoréenon

was experienced by connecting parts so that it was seen holistically and conceptually.

Thi s waistegaala le I a dIn therfauth@& phenomenon was experienced as a

connected whole and as whole concepts connected with other cemalepts. This was

ter med @esttreanadted

The purpose overall of this second level analysis was to see how complete or partial
academic staff saw each of the domains and how these understandings came together in
the analysisUltimately it was hopedotdevelop categories of description and an

outcome space for a composite domain of working knowledge. itself

Work towards this end is described below.

1) Each transcript was +@&nalysed and codddr each of the domaireccording

to the partwhole distinctiors of the Prosser et al study

2) Following this initial analysis a tabilgas builtcombining the structure of
awareness, in terms of parts or wholes, for each of the domains. This

highlighted the range of relationships across the domains
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3) Statistical analysi§Somers D) was useth away similar to isuse in the
Prosser et al study, to measure the extent to which there were relationships in

the way domains were seen in terms of the parts and wholes measure.

4) A further table was constructed that highlighteel Ways in which patterns,
of parts to wholeswere grouped across the domains and for each of the

interviewees

These patterns were subsequently explored and disdosteddescriptions of

working knowledgeper se were developed and presented iroatcome space.

Wor king with a hypothesis of &ébeingb

The final part of the second level analysis drew on the work of Akg@ikerlind
2008b)and involved probing beyond the foci in both the individual domains and the
new multiphenomenal field of workingnowledge The intention was to look for

aspects of experience not typically highlighted in phenomenographic studies, such as
awareness of feelings and emotioAkenomenographic studies typically focus on the

cognitive

In this study, significant expressis of emotion were present in the intervieWss
wasclearly indicated in the survey of literatuvehich identified that academic staff are
keenly aware that their ddg-day work is not as it once was athatthis is an
emotionally laden aspect of m@mporary academic work experiences (Churchman
2006, Clegg 2008Based on existing literatur®@rtin 2005, Akerlind 200} it

seemed likely thahese underpinning themes would overlap into affective and personal
domains, andhathow academics felt albbtheir working knowledge and issuetated

to their identity as working academiegslikely to emergeAlthough these themes

were of a different order to those themes of expanding awareness most usually
associated with the structured outcome spac@é@h@menography, it was expected that
expression of these themes would parallel the expanding awareness of the outcome
spaces developed for the more traditionally developed dontiaimas also

hypothesised that there would be a relationship between tlwrsafiectfocused

themes and the existing categories and dimensions of the outcome spaces
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A significant difference in the focus on affective themes extending across domains of

working knowledge, in contrast to the Akerlind study, is that this phase aindlysis

wasnotused to demonstrate relationships between phenomena in theohmiibmenal

field. This was already achieved by using the steps above to establish structural
relationships using a O6part 2008 Alde rwhiord & an
focus was on experiences of O6being a univer
6growing and developing as an academicbé6. By
were not specifically askeadtakowadsbehaigh e xp
hypothesised as being encoded into the concept of working knowledge, as indicated in

the review of the literature, where working knowledge is identified as embodied

knowledged k nowl edge that encapsulates 6doingd a
ard epistemology (Hager 2000, Betk20Q)).

Establishing evidence of O&ébeingbd

I n consequence, it was necessary to establi

signalled by the presence of emotion in the groups of transcripts identified above.

Work to establish evidence of this theme is described helow

1) Each transcript was niead within the context of the earlier categorisation at
one of the five levels of working knowledge with a view to establishing
evidence of being aacademic. Selflescriptors (& a&cademicy, clusters of
emotions, metaphsused to express these, as well as implied meanings of
being were noted

2) Tentative descriptions of being were identified for each of the five categories
and were reviewed by askinigthere a logical connectidretween this way

of being and the associated form of working knowledge?

3y Aspects of meanings of O6ébeing an acade

working knowledge of academic practice were refined and noted.

4) Relationships of meaning across the five diffiiérgategories of working
knowledge were tentatively explored and developéis was a process of
refinement through iteration between individual transcripts, groups of

transcripts and the transcripts as a whole.
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It was subsequently established that enmstidid indeed operate as sites for
i nvestigati on odndteestepd develomed hy Akertind i then g 6
investigation of expanding awareness of aspects of themes were adapted for the analysis

of aspects of &ébeingd an academic.

Describing aspects of o6beingd

Work to establish the aspects or sub themes of being an academic, though briefly

described in chapter 6, is outlined in detail below.

1) Being an academic in each group of transcripts wasae and common

elements between them noted.

2) Explictde scri ptors of self and &G@edi ng an a

against common ideas/descriptors.

3y Explicit and implied meanings of o6ébein
linking these consolidated. Emotions associated with emerging aspects were

noted

4) Tentative descriptions of being and associated themes were identified for
each of the five categories and were reviewed by aslgitigere a logical
connection between this way of being and the associated form of working

knowledge?

5) Inconsistent or inconclugd meanings and descriptors were explored and

discussed with colleagues and supervisors.

6) Aspects of meanings of O6ébeing an acade
the context of having working knowledge of academic practice were refined

and noted.

7) Relationslps of meaning across the five different categories of working
knowledge were tentatively explored and developéds was a process of
refinement through iteration between individual transcripts, groups of

transcripts and the transcripts as a whole.

Conclusion

The intention of this chapter has been to explain the ways in which this study was

theorised and undertakehhe first part of the study largely follows traditional
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phenomenographic ways of workinthe second part, however, moves into new ways

of working with phenomenographic analysbkethods have been adapted, developed

and sometimes retrofitted to deal with what proved to be a much more complex research
guestion than was originally understodtie working knowledge of academic work is

not just a mlti-phenomenal fielgit is a highly charged emotional area linked to the
concept of identity that has been much debated in thgghenomenographic literature.

Part of the intention of this present study was to help bridge existing work on academic
work and phenomenographic work on specific aspects of academic work. This

necessarily involved some improvisation.

In the following two chapters the outcomes of the analyses initially flagged here are

presented and comented on briefly
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Chapter 4 Findings: The domains of working knowledge
Introduction

This chapter reports the outcomes of a traditional phenomenographic amelygsis.

level, itmaybe tempting to downplay the findings described below as pedesugn,

as identified in the previous chapter, this important foundational work grounds this

study in a tradition of thinking and workingnd identifies a third key domain of

academicworkd t hat of Oinsti tTDhi ®nalnddeanmdimihnedt g ait s «
or 6d6managementd has been hinted at and ackn
studies, discussed in the previous literature review, but until now, this administrative

load has not been unpacked and mapped.

As discussed in the previous chaptgrthe outset it was recognised that an analysis of
academi cs6 working knowledge would require
mechanisms that account for the holistic and integrated nature of this kind of

knowledge.To begin with, however, it vaanecessary to understand exactly what

constituted the working knowledge of academic staff and this is the role of the present
chapter. This initial analysis established the constituent parts of an acé&dewrking

knowledge and the range of meaningsegito each of these

In brief, this initial analysis unpacked three major domains of working know/lduge
of teaching and research and that of institutional administratfithin each of these it

mapped:
1 five understandings of working knowledge witlthe domain of teaching;
1 sixunderstandings of working knowledge within the domain of respanth

1 five understandings of working knowledge within the newly established domain

of institutional administration.

The focus of this chapter, in line with tradial phenomenographic studies, is the
exploration of the levels of understanding within each of these domains and the
relationship between theriach domain is explored in turnbegin with teaching,

which appeared to dominate the everyday work of al@bstterviewees
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Working knowledge of teaching

The interview protocol (described in the last chapter) was developed as a means of
supporting interviewees to move their descriptions from the concrete to the abstract. It
started by r ai enesad thareverking knowedgé of eeaching and
supportingthrough a process of guided reflection, the development of conceptual

descriptions of their working knowledge. The interview included:

T Probing questions that f ostandinggdof on expl or
working knowledge of teaching. These types of questions were mostly
necessary because interviewees typically descdbagtib-dayactivities in

teaching instead of their understandings of knowledge put to use in teaching

1 Requests forexampléshat f ocused i ntervieweesodo att
knowledge of teaching. This aimed at bringing the tacit nature of this

knowledge into awareness alongside its explicit aspects

Categories of description developed from the data reflected the emiphasgsviews
on knowledge put to use in teaching, rather than the activity of teaching itself

Five different understandings of working knowledge of teaching were identified and
described phenomenographically as categories of description. Categories were
constituted from inferred meanings of working knowledge of teaching found in direct or
indirect references to teaching in the transcripts. The categories identify:

T the 6whaté and 6édhowd of working knowl edc
descriptions,ta 6 wh at 6 thausotworkitg&rowldedgeaf teaching

and the 6howd describes itwus interpretati

1 logical relationships between the categories. Table 1 identifies these

relationships at a structural level;

9 an orderingrom less complete understandings of working knowledge of
teaching to the most complete understandings as a hierarchy. More complete
understandings in this hierarchy include all understandings below it, but,
conversely, less complete understandings danchide understandings above

it; and
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T inline with Prosser et al, (2008), a Opar
undertaken of each of the categoesand subsequently used to take these

separate domains into the holistic analysis in the following twotelsap

In the section below, categories of description developed from the data are accompanied

by extracts from the data illustrating meanings given to this knowledge

Categories of description
Teaching category A: Picking up tips and hints

Focuson picking up teaching tips and hints, amsingthis information to get students

to absorb relevant facts and information.

Teaching category B: Organising and presenting content

Focuson syllabi and lesson plans, amsingthis to organise and present itarogical

manner

Teaching category C: Teaching in an interesting way

Focuson many teaching strategies, amgingthese to actively involve students with

content.

Teaching category D: Assisting students to learn concepts and theories

Focuson understanding student learning, asthgthis to assist students to understand

concepts.

Teaching category E: Working with students to question ideas

Focuson helping students to learn, amsingthis to work with students to question

concepts and idss.

Descriptions with illustrations
Teaching category: Picking up tips and hints

In category A, the focus was on picking up unrelated teaching tips and hints for use in

topics and using these to get students to learn facts and information about topics.
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Working knowledge of teaching was understood as knowing about discrete items that
were decontextualised from practice: parts (hints, tipsjo parts (topics)

To illustrate:

You candét just give an answer sthaight

lecturers who | have seen answer a question in a lecture theatre. A student asks a

guesOhibount dwhat about that?... and they
thatds a good idea | see now.

(13: 1)

€ | would ask quest i o @aredassphowtotommaunibaien g .

with these kinfs] of studentThere is advice | know | could benefit from and could
get from colleaguedt they would like to communicate with these [ghaf

knowledge and experiences with me | know that would help me.

(15: 151)

€ | sort of [tg tee lpow thely cdmteolcthe class, and how they set it
up and that, and so that was sort of | guess, how | picked that up. And also | mean
reading, | guess, different bits of pieces out of literature and things likeTthat

53 techniques type books and things like th@ust picking up bits and pieces as

you go along.
(10:94)

Teaching category B: Organising and presenting content

In Teachingcategory B, the focus was on syllabi and lesson plans, and using this to
organise prescribed subject content into topics and subtopics and present it logically and

efficiently.

This differed from TeachingategoryA as there was a focus on the logical ordering of
ideas underpinning the subject through the organisation of conteribpics and sub

topics, rather than on facts and information related to topics
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Working knowledge of teaching was seen as knowing about concrete procedures and

guidelines to aid practice; parts (syllabi and lesson planglated tgparts (topics).

To illustrate:
€ And, so, so | just sort of, sWhtodsown an
my audience®h a tm§ sontentHow long have | gotPlowa m | goi ng t o &

what sort of equipment? Or how am | supposed to deliver it? So | knew | had two
hour s of | ectures and a certain number of

what was appropriate for this new form of delivery.
(14:140)

e | had to go through the same process of
rewriting it into a lecture drmat and presenting it back to the students in a way

that they would understand and it had coherence for the rest of the semester...
(12:116)

e |I'f you want to present to the students
have the overheads so that theydlP-e cohere
yearold one which is printed on an old photocopier versus, you know, a new

PowerPointme. Because the impression that gi v

shambles. So you really do have to, I think, be coherent.
(19:187)

Having a sense afhatit is you think the students need to learn is important and
gettingthat sorted out into a number wipics and ideas within the topidsmakes
sense teee it logically and divide it up in this way.

(17:176)

'Note added | ater by participant: I think what | &m t
information to develop and teackB2units per semester. But because when | started it was only 2 weeks
before leaires commenced and it was entirely new to me, | simply did not have enough time.
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Teaching category C: Teaching in an interesting way

In Teaching category C, the focus was on devising or using existing teaching strategies
thatcould clarify or illustrate ideas related to discipline concepts and using these to

teach the ideas/concepts in subjects

This differed from Teaching category B as there was a focus on student activity in the
classroom rather than teacher presentatiomwitienit to teach ideas underpinning

subjects.

Working knowledge of teaching was understood as knowing about classroom

management strategies;@ts (strategiesjelated towhole (discipline).

To illustrate:

Well different topics fit different teaching appches. There are some things that |
set them up with group tasks because | have learnt from experience that the best
way for them to learn that is to sit around in a group task. There are other things ...
bits of paper, research topic. There are otherowvould argue the detailed nitty

gritty explanations on the boasl
(17:174)

| started to really think about how could | deliver material in an entertaining way

that would keep them interested é. so | n
embrace multimediat that time. And so | started using a lot of multimedia in my

l ecture material. And then more recently
interested now in finding ways of delivering materials in all sorts of different

formats whetmgr it édmndeleirsem in a | ecture

interested in multiple delivery platforms
(5:52)

Knowing ways you can construct a seminar or workshop with different actiities
And | think thatodés i mportant. You have to

thinking about what it is they are doing
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(4:38)

... content knowledge about particular subjects, also process knowledge about how
people | earn and different teaching and |
toé you need t pracsseto think abbut all these thirmgs andtry

different things out in your teaching
(6: 56)

| have ideas that. those ideas were never necessarily based in sound educational
theory... and by doing the ... Graduate Certificate... has given me a firmer
foundaton to, to base my ideas onto develop new things that the students can

do.

(1:5)

Teaching Category D: Assisting students to learn concepts and theories

In Teaching category D, the focus was on investigating theories of learning and teaching
that coutl explain or confirm experiences and observations about student learning, and
using these to develop teaching approaches that encouraged student exploration of

concepts and ideas in the course

This differed from Teaching category C as there was a focag@pting a theoretical
framework for the design and development of the course that encouraged student
exploration and development. By contrast, in category C, student activity was devised
within a theoretical vacuum, with an emphasis on identifying aimgj usaching

strategies opportunistically.

Working knowledge of teaching was understood as knowing about the structure of
knowledge in the discipline or fields parts (theoriesielated to thevhole(the

discipline).

To illustrate:

| wanted to have a theory for education or theory for learning of whatever it is that

they wanted to talk about ...I need to have an explanatory framework and have
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examples we could explore and discuss and | felt very frustrated when it seemed
that teachilg was just seen to be waffling around and around and aréuadd

not coming to grips with a theoretical base.
(14139

Because @ (Graduate Certificate in Tertiary Teaching) (has) given me insight
into what | was doing myself to learn and seeingtypes of mental approaches or
types of attitudes that | myself was displaying in classes when | taugistmade
me think about different alternatives to how different students would react, how

people learn differently.. and what that means for teanb.
(1:5)

Because | found that sometimes you can lock yourself into a teaching and learning

model, and once it becomes comfortable, then you just use it year after ygar. So

years on | can be still wusing th®&o same mo
|l think ités i mportant to know who to be

really stretch yourself rather than just going on in your comfort zone
(4:38)

Teaching Category E: Working with students to question ideas

In Teaching category Ehe focus was odeveloping and refining a personal theory

about how students learn within the discipline through reflection and experimentation,
and using this to explore approaches that challenged students to examine and critique
concepts and ideas withthe course and the discipline as a whole, in the context of a

broader exploration of themselves as learners.

This differed from Teaching category D as there was a focus on a personally developed
theory that considered discipline learning through a oéexploration and
experimentation about how students learn in the discipline. Category D, by contrast,

adapted existing formal theories to the demands of the discipline

Wor king knowledge of teaching was seen as Kk

reld i on to studentsd | ear ni n:gswhoresitowholssci pl i ne
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To illustrate:

Knowing where the students are, their backgrounds, what they want from the
course... even something this is difficult for me&d even knowing something

about the way to go about learning as welbko the idea of making an effort to
customise your teaching to fit their particular learning sort of approaches, students
have or their preferred learning ... yeahl mean those things are I think

important.
(4:42)

What do we want the students to come out with? And | guess as | mentioned before

that when you come into this place, the role of an academic changes and the

knowledge base changes, the things that they have to teach changes along the way.

| guess ae of the biggest things we need to be able to teach the students is how to

|l earn. Wedbre fairly good, I think, at tra
webre not that good hbthinksonchaeiofyurimorey st udent s
traditionalunive si ti es donodot really bother that m
they give them a particular education, wh

rather than training them for a particular job. We have to do both.

(11:108)
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Structural relationships in undgandings of working knowledge of teaching in the
categories are represented in Tahle

Table 4.1 The what and how aspects of working knowledge of teaching

Focus of knowledge (What)
—_—

Intended use | Tips and Topics Strategies | Theory (s) | Theories

(Structural or | _ _ and
How) T information and ideas concepts

Getting A
information

Organising B
content

Managing C
teaching
process

T m T 4 O

Understanding D
the learning
process

Developing E
personal
learning
theory

“«— —
PARTS WHOLES

Complexity of understandings

The analysis identified that working knowl
complex working knowledge of teaching, and, at the other end of the spectrum, a focus
on Owhol esd r eunderstandimys of ttis knawlaqge e x
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1 Less complex working knowledigecategories A and B had understandings of
the working knowledge of teaching whitiicusedon facts, hints, procedures
and suggesting conceptions of teaching focused on the delivery aéthis

content, or O&6transmissiond conceptions

1 In category C, a focus on discrete ideas and concepts in the discipline suggested
that these understandings mitpet categorised as compléiowever, closer
analysis identified that the complexity aiderstandings was superficial, that is;
although there was reference to disapkoncepts and what appeared to be
understandings of key ideas in the discipline, understasdiage characterised
by their disconnection from the discipline of field of stwdth a focus on
student activity. What was identified as necessary to know was also concrete

and discrete (ideas/concepts).

1 Complex working knowledge the other of the spectrum in categories D and E
was characterised by conceptual frameworks infornyeeither formal or
personal theories about the naturéeaiching and learning. Identified as
necessary to know about teachinghese understandings of working
knowledge, theories and concepts iathd a focus on student learning and
therefore suggesteadoncepti ons of teaching as Otr ar
dransmissiod, as above. The theories identifi
were associated with understandings about knowledge in the discipline or field,
and thus student learning in relatiorthese, unlike less complex working
knowledge above. In category E, knowing about oneself in addition to knowing
about how to support student learning of discipline theories and concepts

distinguished it from TeachingategoryD.

Comparative findings

The analysis identified parallels with the findings of existing phenomenographic studies
i nvestigating academicsO0 experiences of tea
connections between what academics say is necessary fonttesanhing and

experiencesf teaching identified and described in existing phenomenographic work

That is:
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1 Categories (A, B and C), identifying less complex working knowledge of
teaching suggests a focus on delivering information to students in ways that are
convenient to teachers phenomenographic studies, these characteristics are
associated with teacheentred approaches to teaching that have a focus on
transmission of information. The literature review identified that the
characteristics of teach@wcused conceptions of tg#@ng are a consistent
finding from multiple phenomenograhic studies. For example, a review of this
work up until the 1990s on academicsd coc
the findings from this body of work were remarkably robust, indicating that
there was broad agreement about what constitutes tetmhesed conceptions
(Kember 1997). Later work clarified the nature of conceptions seemingly
between teacher and studémtused conceptions and confirmed that these are
essentially teachdbcused in nare, despite appearing to be focused on student
learning (Samuelowic& Bain 1992, 2001).

1 The foci of less complex working knowledge and the ts@ghichit was put,
identified above, identify direct parallels with teacfmrused conceptions of

teachimg identified in phenomenographic studies

1 Categories D and E identifying complex working knowledge of teaching
similarly have direct parallels with categories of description identifying
complex experiences of teaching described in multiple phenomenagraphi
studies. These experiences are typically described in phenomenographic work
as focused on supporting student learning reflecting conceptions of learning as a
transformative process. As indicated in the review of the phenomenographic
literature, early wde in the field identified that conceptions of learning,
knowledge and teaching were internally related (Prosser 1994). In this work,
complete experiences of teaching identified vdelVeloped conceptions of
teaching that includedell-developed conceptiorts learning. Complex
working knowledge of teaching implies weléveloped understandings about
learning in its focus on theories and concepts. This suggests an intriguing yet
logical connection between conceptions of learning in studensed

conceptios of teaching and complex understandings of working knowledge.
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The parallels between categories of description for working knowledge of teaching and
categories of description for studdotused conceptions of teaching typically identified
in phenomenogghic work suggest the two are related through conceptions of learning

which vary and thus influenaayto-daypractice.

Working knowledge of research

Turning now to the working knowledge of research, the analysis of transcripts showed
that this domain ofesearch working knowledge was raised by many but not all of the
interviewees in the study. It was evident that research dominated the work of some
academics in the study and was a significant aspect of their working lives, but did not
have a strong preseain the dajto-day work of others. Overall, research was spoken
about less often by interviewegnother domains

The interview schedule, described in the last chapter, was adhered to in the conduct of
interviews. However, data about working knowledge of reseaecthsometimes only
elicited following the use of prompts, examples and requests for further clarification
This was not the case with the other two domains of teaching and administration.

consequence:

1 awarenes®f working knowledge of research was in some cases very limited;

1 awarenes®f working knowledge of research in some cases was not based on
practie, but an abstract position on research concerning what research should
or could be, so examples fratay-to-daypractice were not elicited or were

based on observed practice in othars]

1 whereworking knowledge of research was the focus of awareness, many
examples of working knowledge of research were embedded in examples
whichworking knowledge of teaching or administration were also cited,;

The outcome of the analysis was six categoriees€mption. As in the working

knowledge of teaching described abgasetegories of description highlight:

1 thefocusof working knowledge of research within each category;
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1 thehierarchical ordering of categories identify less to more complex

understandingef working knowledge in researcand

T ®ar asd O wh ol iewodkingknowledgerott research within each

category.

Extracts from transcripts accompany the descriptions and illustrate the focus and use of
each category. However, in some cases thetede a preamble indicating the context

of the utterance. This was necessary because, as indicated above, the references to
working knowledge of research were often contextualised in topics or issues associated
with working knowledge of teaching or adnstration.

Table4.2 summarses the categories as an outcome space, showing categories of

description as. 6partsd and oéwhol esd

Categories of description

Research category A: Add information for teaching

Focuson searching for teaching information/content asishgthis to add to existing

information.

Research category B: Preparing for future research (skills)

Focuson acquiring information about research (skills and techniquesysangithis

process to prepea for doing research in the future

Research category C: Preparing for future research (topics)

Focuson collecting ideas and issues for possible research topicasemgdhese to
prepare for doing future research

Research category D: Developing research opportunities

Focuson searching for research opportunities such as grants and projeaisirand

these to establish a research record
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Research category E: Adding to discipline knowledge

Focuson staying up to date, andingthis to add to disciplinknowledge

Research category F: Re-thinking discipline knowledge

Focuson sharing research with peers, aisthgthis to develop new discipline ideas and

concepts by questioning existing ones
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Descriptions with illustrations

Research category A: Add information for teaching

This category applied to academics who related knowing about research to their

teaching and actually identified this as research activity

In Research category A, the focus was on searching from a range of sources for
information elating to topics taught in subje@sd using this to add interest or the

latest ideas to existing subject content

Working knowledge of research was understood as knowing about concrete facts related

to disciplinebased topics: gsarts (facts and topi¢selated tgparts (teaching topics)

To illustrate:

Research is important but what | mean by research in the sense of the subjects is
that | will go ahead and read the lectures in advance and | will put my mind
around it and maybe look at the internettbat particular subject and again, see if

there is something that can help my students understand it a lot better.

(13:1298)
e I tryé | really do try to keep in touch
teach and | constanhdtyd s ejvu sste anmy amag ceirn ¢ |

process €
(5:53)

| have gotten used to that idea of finding information out of my subject but again,

relating it back... and | elbakatthigy my st uden
website, you should have a look at thistgartar URL and see what you think

comes out of that and relate it back to t
like that.

(13:128)
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Research category B: Preparing for future research (skills)

In Research category B, the focus was on acquiring discrete research skills and
techniques and other information relevant to research, and using dieisionstrate
planning for future research activity.

This differed from Research category A as thereavimeus on research as a discrete
activity requiring specific skills, rather than as indistinguishable from the concept of

teaching

Working knowledge of research was understood as knowing about specific skills and
possible topicsas parts (skills, techgues)related toparts (specific research

activities)

To illustrate:

€ and | suppose it also means knowl edge i
do research, where to find and how to source materials, where to find to submit

articles for publication.. that sort of thing

(5: 48)

7

6l have to get myself to the point where
that time to do research go for research grants and all of that sort of stuff

because that will help me | thigkd
(12:115)

Researchjgt doesnét | and on your |l ap. You hav
have knowledge about networking. Research proposal watiggant writing, you
knowd whet her i tdés a small one or a | arge o0
not just how do youasearch and what different methods do you research, but

thereds the, yeah, I call it the entrepre

(6:56)
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Research category C: Preparing for future research (topics)

In Research category C the focus was on collecting ideas and issfigarresearch

topics, and using these to prepare for research focused on possible research activities.

This differed from Research category B as there was a focus on developing ideas and
topics for future research, rather than acquiring specific stalibniques and gathering

information for future research

Working knowledge of research was understood as knowing about ideas and issues,
though unrelated to the discipline;@arts (skills, techniquesrelated tgparts (topics)

To illustrate:

Well, I suppose in the tertiary environment you are expected to do the research and
|l was totally unprepared f orputithofbfesra s or t s
very long time. | think it was for mostly a lack of an idea about what | might get

involved wih or develop

(14:139)

Yeah, and | think what | need ... like if | found out | was permanent tomorrow, then
| would be making a lot more effort to ... | think what | would be doing is trying to

get my head around getting that research
(12:119)

Yes, | do see research as a component of my working knowledge and it is

something | try to keep up with, especially by attending conferengasesearch

topid . . . It could be something |ike enginee
inspire engineers to write®/hat are the possibilities of the subject to encourage

writing?
(8:79

Research category D: Developing research opportunities

In Research category D, tlecuswas onsearching foresearch opportunitiesich as
grants and prejctsandusingthese to establish a research record

Working knowledge of academic practice: Implications for professional development 98



Chapter 4 Findings: The domains of working knowledge

This differed from Research category C as there was a focus on demonstrating research
skills and performance, rather than on collecting topics and ideas to get started.

Working knowledge of research wasderstood as knowing about research
opportunities in the disciplin@sparts (grants/projectsielated to thevhole

(discipline)

To illustrate:

You have to have networks and you have to have knowledge about networking

research proposal writing, gramwriting d you know.. . 0

(6:56)

Soits knowing whatodos going on, having your
(19:193

Research is incredibly specialised and narrowly focusedt her wi se you don

anywhere..
(16:160)

Well, you have to be e world so in that sense, what is the point of doing what |

do i f I dm not out in the world to underst
operates as a consequence? feel | experience myself as a fully developed

academi c when | 6 menmnars at @herfinstitugonsweas yoo r at
know, in a variety of environments, | feel less like an academic when | am actually

here.
(7:69)

| 6ve got skills in terms of | Tchaeny 6nroew wr i
skills that you need to learn you need to go through that process of sending stuff
off with rejection to sort of learn. to learn the strategies

(18:178)
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Research category E: Adding to discipline knowledge

In Research category E, the focus wastarying up to datelThis was used tadd to

disciplineknowledge

This differs from Research category D as there was a focus on knowing about the field

or discipline, rather than on counting the products of research.

Working knowledge of research was understood as knoviiogtahe discipline as

whole aswholes (disciplinejelated tgparts (concepts).

To illustrate:

So | need, specifically in terms of research, | need to know current scholarship in

my field. | need to be able to have some sense of new and developingshghola

and criticism and there are practical way
reading journals or through attending conferences and seminars and colloquia.

(7: 66)

You have to have an understanding of what
to bed particularly in the research setting has to be up to the minute or as

close to it as you can

(10:93)

The knowledge base has come principally because having worked in research
youdre expected to have a khecawseiedge base
i mpacts on t he..theodeclsiong you rdakesin researcmand

guess, in a more, in the academic sense in writing papers and things like that

you have to have an under st @rmddithathasof what
tobed particularly in the research setting has to be up to the minute or as

close to it as you can. because of the actual process of being involved with
research and having to I guess interpret
constantly comparingtme t o wor k thatdéds been previous|

knowledge base is maintained there

(10:93)
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Research category F: Re-thinking discipline knowledge

In Research category F, the focus was on knowing about influences on research in the
discipline/field and using this to develop anetmank research directions. This differs
from Research category E as there was a focus on reconceptualising knowledge in the

discipline and related fields rather than on contributing to what was alreadyknow

Working knowledge of research was understood as knowing about the discipline in

relation to othersaswholes (disciplingsrelated tovholes (disciplines).

To illustrate:

Whereas once upon a time it was how many publications have you got, it is now

wha research grants have you brought in and then what publications flow from

those and what connections have you got into industry and development what does

that do for the fieldSothatis crucial so even though many of the traditional

academics areresistng t hat move é t hlattd si st hwhnekrien g toc

research in terms of what it makes possible rather than just as an end in itself
(20:207)

Part of this is (research politics) is ac
also driven by, eernal forces that the government is putting on people. The

pressure of requiring, more and more funding externally is telling on academic life

.1t wasndt ar oun d. buthtean makeyouthink strategisailya r t e d
about where to put yowreative endeavour and where to focus and how to join

forces with ot her G&takbmdnk pushes yduindifiecentd ndét say

ways
(11:101)

In my case, | did a Ph. D which looked at Australian cricksb it was very much
practical sort of . D ...that was important then for me to understand the context

to all of that and be able to bring that back (into the universitgo | 6 m, now
concerned through this early work of mine to connect into other areas and

communities and think across dglines and help overall to improve
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understanding and incite across field&o i t 6 s not a myopic sort

go inside yourself, inside your schooités one where you have to go outside....
(4:38)

Table 4.2 The what and how aspects of experiencing knowing about research

Focus of knowledge (What)
.
Intended use | Facts, Techniques, | ldeas, Grants, New and Developing

information skills issues, | projects | emerging new
(How) topics discipline or | discipline,

field of or field
\L knowledge | knowledge

mrmowm

Add
information for | A
teaching

Preparing for B C
future
research
(skills)

Preparing for
future
research
(topics)

Developing
research
opportunities

A
v

Adding to
discipline
knowledge

Rethinking
discipline
knowledge

mMmI-HQO

PARTS WHOLES
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Complexity of understandings

The analysis identified variation in the complexity of working knowledge of research

ranging from |l ess complex understandings

0 wh ol e s4@ summaribek the range.

1 Less complex working knowledge of reseavelscharacterised by working
knowledge that could develop research skills and focus for the researcher. That

is, these understandings identified the absence of research in the usually

accepted sense, an understandimg about

and a focus on immediate tasks and/or preparation for future research. In
category A, there was awareness of this working knowledge in academic work,
but acknowledgement that it was focused on knowledge for use in the classroom
and as an adjunct to tdaeg. In categories B and C, there was a focus on
preparing for future research and acknowledgement that it was not possible to
meet the requirements of academic work because of a lack of skills or

opportunities

In category D, there was also a focus oguareng skills for the future, though at
first glance it appeared to represent more complex understandings than other
categories above. However, the focus of this category was also resdaccised.
This working knowledge was used to develop skills itamting grants and
projects with the intent of developing a reputation as a researcher in the future

of

The focus on oOpartsé in these categories

di sciple O6rulesdéd and cteesewmerdtanysrdeinot or r es e

locate research within a discipline or field of practice. The broad foci of these
understandings suggested researbbeused research in which generating

knowledge in the discipline or field was not understood as the outcome of research

1 Compkx working knowledge of reseanchcategories E and F was
characterised by a focus on working knowledge that could develop knowledge
in the discipline or field. In category E the focus was on being up to date while
in categoryF it was on rehinking knowedge and moving across and between
disciplines.This working knowledge included knowledge of the discipline and

field and the 6érul esd and conventions
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knowledge. Thatissr ul es &6 and conventions were a |

in themselves, as in category D above

Well-developed understandings of the discipline and the field were identified in the
focus on 6wholesd in these categegories. Th

generation, rather than the researcher in these understandings

Comparative findings

Variation in working knowledge of research
experiences of research described in existing phenomenographic studies. The review of
sekcted phenomenographic studies identified a simatlgrowing number of

Il nvestigations into academicsO6 experiences
common elements in these experiences (Akerlind®008 An anal ysis of ac.

experiences of search in light of these common elements, described four experiences:

1) fulfilling academic requirements with a focus on meeting job requirements;

2) establishingoneself in the field with a focus on becoming known or
recognised in the field;

3) developingonelf personally with a focus on personal understanding

4) enablingbroader change, with a focus on developing personal understanding

and wider society

These suggest logical connections with understandings of working knowledge described
above. Category dbove appears to have parallels with working knowledge in
categories A, B and C; category 2 with working knowledge in category D; category 3
with working knowledge in category E, and category 4 with working knowledge in
category F. The parallels betweenegppry 1 and working knowledge in categories A, B
and C suggests that category 1 experiences of research focused on meeting job
requirements may contain sghtegories or comprise other experiences of research
currently not described. The experiences séegch described above were developed
from data obtained from experienced researchers, while the categories of working
knowledge reflect data collected from experienced aneresearckactive academics.
This suggestthe existence adnother category oategories of experiences of research

reflecting understandings of research amonganiive researchers.
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Working knowledge of institutional administration

The working knowledge of institutional administration was spoken about, unprompted,
by all interviewes in the study, though the analysis identified variation in the meanings
given to it. The analysis identified that this was separate from working knowledge of
teaching, research and service, though it was often spoken about with reference to these
functions. That isit was identified as necessary to know in its own right in order to

work on these other core academic tasks. Moreover, the analysis identified that this was
understood amstitutionaladministration, and it reflected understandings about the

operations and functions of a complex organisation

Data about this working knowledgeereelicited using questions specified in the
interview schedule. Questions seeking clarification and requests for examples of this
working knowledge were used dsvices throughout the interviews to focus attention

on the nature and scope of this knowledge. These devices were necessary because
interviewees referred to this institutional administration aspect of working knowledge
throughout interviewsut often in the sae breath as comment and discussion around
the other domaing:he initial challenge was unpacking the focus of this knowledge and

how this varied across and between academics within the sample

Five categories of description were eventually developkedcategories of description
are outlined below and summarised in Table 3. These describe:

T The 6whaté and édhowd of working knowl edc

these descri pt i on sfqcusdfWwoekingkwdwkedgdof descr i be

administrationand t he 6é6howdé describes its inter

context via thauseit is put to inday-to-daywork;

9 Variation in understandings is ordered as a hierarchy from less to most complex

working knowledge of institutional administration;

1 Understandings of the operations and functions of the organisation in working

knowl edge of institutional administrati

and 6whol es b
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1 Extracts from transcripts accompany descriptions and illustrate the focus and
useof each category. Preambles are used to contextualise extracts. This was

necessary because;

o referenceso this working knowledge were dispersed throughout the

transcriptsand

o intervieweedrequently resumed discussion about their working

knowledge of admnistration at different points during the interview

Categories of description

Institutional administration category A: Understanding what is expected

Focuson getting information and guidance addressing immediate concernsiagd

this knowledge to complete tasks arising in the immediate contextad Bocmanner.

Institutional administration category B: Meeting institutional requirements

Focuson meeting institutional requirements and proceduresisimgthis knowledge

to compekte required tasks in an efficient manner in the immediate context.

Institutional administration category C: Influencing local cultures

Focuson individuals withdecisionmaking power shaping the local teaching and
research cultures, angingthis knowledge to make strategic decisions that influence

the conditions of work in the immediate context.

Institutional administration category D: Contributing to institutional decision-making

Focuson decisioamaking structures shaping institutionaldieng and research
cultures andisingthis knowledge to contribute to policy implementation in the

institutional context.

Institutional administration category E: Interpreting external trends

Focuson external policies and trends shaping institutionahiegcand research
cultures, andisingthis knowledge to develop institutional directions with reference to

the external context.
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Table 4.3 The what and how of working knowledge of institutional administration

Focus of knowledge (What)
—
Intended use | Specific Institutional | Key Formal System-wide
(How) university procedures | decision institutional | external
functions and makers in || decision policies and
guidelines | the making trends.
l immediate|| structures
context
E (informal)
Complete
unrelated tasks | A
Meeting B
institutional
requirements
Influence C
implementation
of procedures
Understand D
'l | and interpret
1@l | policies
H
=l Responses to E
N | external
demands

PARTS WHOLES

Descriptions with illustrations
Institutional Administration Category A: Understanding what is expected
In Administration category A, the focus was on getting information and advice about

specific university requirements, and using this to lessen anxiety about institutional

expectations for work in the immediate context

Working knowledge of administration was understood as having access to information
from contacts in the administration that assisted in the performance of discregstasks

parts (contactsyelated toparts (tasks)
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To illustrate:

... they take us all together, the ones who are teaching that particular subject ...
And | | i ke t hikethatbedadse they are teilliog me wieatthey

want, exactly what they want right down to the details of cetimgl forms..
(13:126)

| have been the third year @ydinator for a year and that has been a big learning
curve just to find out the processes that go on and | keep hassling the 'walking body
of knowledge' as they call hidpproving graduate forms, what happens is that

none of them are ever straightforward and then | have to know how to proceed then

and every one seems to be different
(3:26)

| think that the biggest problems | have are with administration is$iese found
that when | arrived here there was no orientatilinvas basically, here is an
office, here is your phone number and off you go and we want you to do whatever.

What | have found is that, for all the time | have been here, | feel that | am on a

roling,t hat | just roll from one place to anc
what | OHithedyou da igright or you get into trouble
(2:14)

Also changes to administrative structuresvho does what. that changes every
day...you ring up and yofind out that no, so and so is not doing that now, its not
our job, blahé blah... blah... so those things. communication.. is a necessity.

so we need to know who to contact for the different aspects of this. stodf

without that you are raly stuck.
(9.89

Institutional administration category B: Meeting institutional requirements

In Institutionaladministrationcategory B, the focus was on knowing institutional
procedures and guidelines relating to institutional work practices, andthsng meet

requirements by completing tasks efficiently.
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This category differed from InstitutionatiministrationcategoryA as there was a sense

of knowing about the organisation and the systems within it

Working knowledge of administration was undec&t as knowing about systems
comprising procedures relating to routine tasks arisirt@irto-daywork; as parts

(procedures and guidelineslated tgparts (required institutional tasks)

To illustrate:

So having an idea how administration works in thetting is quite useful because

for two things. I f you know whatodés going
just make sure you know, things are carried out appropriately so there are no
problemswhen the student gets down the track, 18 mohilsyeardtime.

(10:99)

| know... | know how the processes work, how the pieces of paper have to flow

around in the system, so | know that ... | know what | have to do to complete that
form and the sorts of things listlgible ooki ng
to graduate and then | know that | need to return this paper to this particular

person in the faculty office. So understand the paper #ows
(14:136)

Well | think it (working knowledge) means knowledge about processes and

procedures withinhe University systemswi t hout t hat youbre stu
(5:50)

...and at one point | was able to intervene and actually shift the direction of

something because | had read the regulations. | had read the regulations and | was

on top of them. | knew the papeork and | was able to say that in fact you know,

X conditions havendt been met for the awa

ineligible. Now that was a triumph for me

(7:75)
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Institutional administration category C: Interpreting requirements

In Institutionaladministrationcategory C, the focus was on individuals with decision
making power in the local context influencing conditions under which teaching and
research were conducted, and using this to shape the conditions of work in the local

context

This category differed from InstitutionatiministrationcategoryB as the institution

was understood as systems involving people rather than as procedures and guidelines

Working knowledge of institutional administration was understood as knowingd
influence decisiommaking at the local level relating to the conditions of work such as
workloads, status and rewards parts (individuals such as managers) related to

wholes (institutional policies).

To illustrate:

... you need to know a lot abaile, uh, politics of what goes on inside the system
here, because as a, as an ¢éacdaetagihings Il 6m a
done means working with people within systems and knowing how they are likely to

respond.
(2:3)

Then t her ed kowkswvwe iretdegnanagement cultinav to get
the resources that | need to do the job,
want to do. For this you need to know who to get on side as well as how to attend

to it within the system.
(17:167)

... you also need to know the chain of command, who the actual lecturers are, who
the course cmrdinators are because you need to talk to themho the year co

ordinators are, so you really need to know the whole network ..

(8:77)
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| got to develognowledge and insights about management and about processes of
how things are managed and about the way in which managers minds work, which
were critically important for me in developing an understanding of how the

institution worked and how | might worktiin it ....

(7:67)
Institutional administration category D: Contributing to decision-making

In Institutionaladministrationcategory D, the focus was on knowing about the formal
decisionmaking structures within the organisation, and using thimtrstand and

interpret institutional systems of procedures and guidelines

This category differed from Institutionatiministrationcategory C, as people within
formal university governance structures were understood as making decisions for the

university as a whole

Working knowledge of institutional administration was understood as knowing about
institutional systems of decisianaking that influenced aspects of woals wholes
(institutional decision making structureslated tgoarts (local culturesinfluencing

teaching and research)

To illustrate:

Some committees where there are policy developments then | think, yes, that is
certainly functioning as an academic beca

and the environment and the settings that nitgessible for us to do certain kinds

of work
(7:69)
| 6ve got an .iHumanresearthethice. et hdee been a | on
member of the ethics committed 6 m happy to put time into

influence this in a systemic wtyen | need to work in this way.

(16:165)
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Look, | 6ve been on committ elawvassoand | 0ve
AcademicBoard for a semester and | got bored. | got bored and disillusioned.
Because very quickly, | saw that, or what | think is, a Ietoof of seHinterest,

being handled at that area. The way that our university is structured is a very, |

think, a very hierarchical structure. The people, the power relationships between
people of Academic Board artypasntessla t hat
lot of the actual discussions. | had an idealistic view of the sort of discussion that
would go on at thi s Higelewelldiscusbiantwastime t he

same selinterest | am familiar with everywhere in the university
(6:61)

Institutional administration category E: Interpreting external trends

In Institutionaladministrationcategory E, the focus was on knowing about external
policies and trends that influenced institutional decisi@king, and using this to
integrateteaching and research into a personal response to these demands

This category differed from Administration category D, as the organisation was
understood as part of a larger systhatsupported knowledge generation and
dissemination nationally and glalty, with institutional governance systems part of this

effort.

Working knowledge of institutional administration was understood as knowing about
institutional systems and processes in relation to external systems and prasesses
wholes(institutional gructures and processes) related to wholes (system level processes

and structures).

To illustrate:

eéand people who make a contribution ar
contribution to the field, the school, the centre to the whatever that are really

important and many academics think that
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Chapter 4 Findings: The domains of working knowledge

as a researchebut you have to do those other things his is what being
collegiate is about

(20:211)

One of the things that | said to the staff about my role waseip $t@ff informed

about what was going on around the widaiversitycommunity. A little bit to a
certain extent, externally and | encouraged staff to actually be involved in some of
the university and faculty committees. Because there are some chapgasess

that you can onlg make through those committees and understanding of those

committees
(11:107)

And what | think frightens m@ scares me eved is to think that | could become

so sort of microscopically involved in some administrative issheh would be

OK, maybe, forthechool b ut woul dndt oeteacheng abiitiesny r e s e
So, in terms of knowledge, yeah | think the knowledgeboth knowing about

your research and knowing about that outer world and also knowing about the

cu t ur e youo0Yoaneeddatralk Yoo gave tanbring all of that with you

as an informed academic
(4:40)

Complexity of understandings

Complex and less complex experiencemsfitutionaladministration identified in

Table4.3above were diffaentiated by relationships between parts and wholes found in

the analysis. Less complex experiences were focuspdrtswhile more complex

experiences were focused wholes The wholes in more complex experiences were the

institution itself (Institutioml administrationcategory E) and the national/global tertiary

system (Institutionaddministrationcategory F). In these experiences, practices
associated with the O0other6 were informed b
0 the purpose of workuiside of teaching and research was understood in relation to

each of these aspects of work and efforts were made to integrate all of these aspects
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By contrast, in less complex experiences the knowledge informing practices associated
with institutional adninistration were focused on partial understandings about the
institution and what was expected in academic workastitutionaladministration

category A, practices were informed by knowledge gained in a piecemeal manner about
specific functions relatetb tasks requiring immediate attention. In these experiences,
there was little understanding of what was expected in administrative work, beyond
attending to the immediate piece of paped this work was compartmentalised from
teaching and research. limstitutionaladministrationcategory B, however, what was
expected was better understood because of some knowledge about institutional
procedures and guidelines. Having said, titiere was not a clear awareness concerning
how these procedures relatedutaversity systems and how these where central in the
core functions of teaching and reseatohnstitutionaladministrationcategory C the
knowledge underpinning thastitutionaladministrationwas also limitedThe focus

here was often on peophathin the system, but always on attending to that part of the
system, be it person or procetbgt would support them personally in their bid for
prestige and powerhe focus was not on understanding the systems within the
university and how these coittuted to core work, even though this was sometimes a
sideproduct of the main concern of seeking personal advancement

In categories E and F, however, the systems within the university were seen as a whole.
The procedures relating to systems were undedstot just as tasks to be completed

but as data to support the smooth running of some system ashecibmnrmaking

bodies within the university, both managerial antlegiatewere understood and

assessed in terms of their capacity to support the smoohing of a complex

organisation and its national and international role in education and research

The connections between teaching, research and institutional administration and their
integration intodayjo-d ay wor k was a chawhmwdrkedat st i c of
levelsD and E, with a holistic appreciation of the university, its core business and the
systems that supported day-to-dayrunning and its broader development within the
community and the natioBut the integration of these fields etfocus of the

following chapter and is explored in detail there
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Comparative findings

Phenomenographic studies:

The analysis identified no direct parallels with findings of existing phenomenographic
studies and the working knowledge of administrafiothat is phenomenographic

descriptions of academicsod experiences of

1 However, the literature review emphasised the assumption in
phenomenographic work that experiences of a phenomenon are experienced in a
context. In phenomenagphic work, experiences are understood from a non
dualistic stance in which knowledge of the internal and external worlds are
indistinguishable, and thus an experience of a phenomenon is an experience of
knowing about the world. From this perspective,ghenomenographic
descriptions of academicsdé experiences

of knowing about these phenomena in the world

1 The literature review also identified phenenographic studies directly
i nvestigati ng ac ahd@mextofstgachipgeandoresgatch. ons o f
Lindblom-Ylanne et al 2006 for example, investigated factors in immediate
context and the influence of disciplines on approaches to teaching. Other work
identified in the review implicated these perceptions in expeggeatteaching
related phenomena such as changing teaching practice (Light & Calkins 2008),
dissonance in teaching (Postareff et al 2008), and developing as a teacher and
researcher (Akerlind 2003

C

1 Itis clear from the work highlighted abovetllat ade mi cs 6 percepti ol

context of tkeir workd the institution itsel® is influential in shaping

conceptions of and approaches to teaching and research. The findings of the
present study support the pocwontextiofon t hat
their work underpin and inform experiences of teaching and research. That is
variation in academicsd6 working knowl ed
understandings about the institutionds
logical connetions to variatiosi n academi csO0 experiences

research that reflect perceptions of factors in the context of their work
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Non-phenomenographic studies:

Studies from noiphenomenographic perspectives, reported in the literature review,
identified a range of responses to managerialist cultures aagatemicssuggesting

that experiences of the institution itself are varied. For example, work by Churchman
(2006, 2009) described types of resistance to managerialist work demands, and the
emergene of different practices and identitiesresponse to these. Similarly, work by
Henkel (2005) and Clegg (2008) identifies multiple practices and identities arising
within institutions in response to institutional discourses that require performative
pracices and, as a result, more administration associated with institutional performance
measuresindatp-d ay wor k. They argue that academics
according to how they see themselves as académigbether they accept or absorb
administation into theirday-to-daywork and see it as an academic functibime

present study that highlights the different ways in which academic staff understand and
address institutional administration is clearly relevant to thesgphenomenographic

studies.

Conclusion

The findings of the first level analysis were descriptions of the variation in the meanings

given to the constituent parts of working knowledge by academics in the study. These,

identified as the domains of teaching, research and institudnaihistration, showed

variation in meaning given to dag-day work and in particular the extent to which that

work was understood only partly, as bits and pieces of administrative tasks, and the

extent to which it was understood more fully as a paatobre essential and
significant OOwholedé such as an integrated a

concept within a discipline, for instance

An important aspect of the analysis in this chapter was the identification of connections

between the fidings reported here and the findings of existing phenomenograhic

studies investigating academicsobsiexperience
working knowledge of the domains matched varying levels of sophistication in

conceptions of teaching anelsearch described in this literature and strongly suggested

that the phenomena are related
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Of equal significance, however, i's the pres
academics clearly fits within the broader literatures on working knowledge and

acadenic practiceThe identification and description of the domain of institutional

administration as a third key aspect of academic working knowledge, together with

teaching and research, is especially significant and is discussed in more detail in the

final chapter

The following chapter talsghe three domains identified through analysis in this present
chapter and explores the ways in which individual academics work as a whole across
the domains of teaching and research and institutional administi@hapter 5 looks at
the extent to whicimdividual academics operate diyday at different levels across

the three domains and consequently construct their own complex working knowledge
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Chapter 5 Findings: Relationships between the domains of working
knowledge

Introduction

In the first laye of analysis examined in the previous chapter, the working knowledge
around teaching, research and administration was explored as being constituted in
separate domainEachdomain was seen as a part of the working knowledge of
academic stafut it wasdescribed and explored separatétythe second layer of

analysis, which is the focus of the following two chapters, these three separate domains

are brought together in two different ways.

The value of the initial phenomenographic analysis to this psarfdsringing together

was in the identification of a common structure of phenomena across the multi

phenomenal field of working knowledge. This structure, expressed as ranging from
6atomisticd to O6holisticd, wpuparitdéntainfdi ed i
6whol es6 in an approach adapted from the wo
glimpses into how meanings of learning, work, knowledge and identity came together to

form working knowledge were evident in the structure of meanings giveriio ea

domain, and these propelled an investigation of the structural similarities between the

domains. Thi® the analysis of structural similarities between the domains the

essence of the analysis described below.

Whilst the essence of the analysis diésd below was on structural similarities

between the domains, its focus was on the meanings given to knowledge of teaching,
research and institutional administration and, in total, how these comprised meanings
given to academic work itself. Academigsiowledge of work and its constituent parts

IS essential, as was indicated in the Literature Review, to understanding the nexus
between knowledge, learning and identitgthas been described as being at the core of
the concept of working knowledge (SymesiaMcintyre 2000). In the chapter that
follows, the importance of the working knowledge of institutional administration in the

construction of this knowledge is described as it unfolded in the course of the analysis

Just as the findings of the initiphenomenographic analysis offered glimpses of how
working knowledge of academic practice was structured and constructed within the
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domainsso the findings described below highlighted the ways in which knowledge
itself was understood and positioned withimd across the domains. The structural
analysis undertaken in this chapter was particularly apt for investigating how academic
staff understood what constituted knowing and knowledge within and across the

domains of academic work

The structural analysighhough holistic in its intent, was undertaken in four stages

1) Mapping categories of description in the domains
The focus of categories of description in each domain was mapped, identifying their

position on a spectrum frrPmsserétal2@d)i st i cd t

2) Measuring the strength ofstructural relationships between pairs of domains
The strength of the structural relationship between pairs of domains was measured

usingthe Somer§D statistic

3) Patterns of structural relationships between all domains
Patterns across the three working knowledge domains in each transcript were
analysedby a) mapping the highest structural e
whol esd) i n each do mand(p)idendifyingdroupsof each tr a
trarscripts with common parts and wholes patterns, or structural relationships.

4) Descriptions of variation in working knowledge of academic practice
Consistent approaches to both the meaning and the use of working knowledge
within each group of transcriptere identified in a ranalysis of each group of
transcripts. Descriptions of approaches to working knowledge across all domains
were developed and graphically represented.

The results from each stage of the analysis are outlined below

Results
Mapping categories of description in the domains

Identifying and mapping the focus of categories of description in each of the domains
on a spectrum from O6atomisticbé to Oholistic

structure of working knowledge of acaderpractice
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As reported in the last chapter, these categories described less complex to more complex
meanings of working knowledge of teaching, research, and institutional administration.

In each domaithesereflected varying foci on aspects of work fréine atomistic

(immediate work tasks) to the holistic (integrating local, institutional and external
systems). Structural similarities between the domains were established using the
definitions developed by Prosser et al (2008) in the development cparsigpectrum
describing structural elements of a phenomenon. These, outlined below, formed the
basis of the classification and informed the development of a-thoignsional

outcome space in which categories for all domains were mapped. In this classifica

the elements of the spectrum were interpreted as such:

1) 6Partsdé: working knowledge in a domain is

as consisting of independent parts linked to individual work tasks in the domain.

2) 6Parts t o padetigeidadomanriskconorete akdtaken for granted,
but seen as a series of parts or tasks in the domain that were related to other parts or

tasks in the domain.

3) 6Parts to wholesd: working knowledge in a
structure or syem regulating work in the domain, with parts or tasks in the domain

related to the whole structure or systems.

4) 60Wholes to parts6é: working knowledge in a
of a whole structure or system regulating work in the domauterng of

constituent parts or tasks in the domain.

5 ) 6Whol esd6: working knowledge in a domain
whole structure or system regulating work, with the parts or tasks and activities

reflecting the nature of the whole structuresgstem.

6) 6Whol es to wholesd: working knowledge 1in
change, and seen in terms of whole systems or structures regulating work in the
domainthat are related to other wholes or other structures and systems regulating

work in other domains.

As identified in the table below (Tabtel), it appeared at first glantleat it was likely
that the focus of the domains would be consistent when they were combined. For
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exampleif read vertically, the table suggested five possible vimyghich working

knowledgecould beconstructed by bringing the domains together. In this interpretation

there was one variation for each element of the spectrum, with each of these having a

consi stent focus on one od6tdhmarftod |towi wiygo!| &

whol es to parétwhd, eswh ol evhd | eersd

However, a review of transcripts indicated that this was a misleading view of the ways
the majority of academida the studybrought working knowledge of the domains
together. It appared that consistency in levels of complexity of the domains was linked
to the variation in working knowledge. This notion that consistency (or not) of
structural elements explained variation in working knowledge was the working

hypothesis that drove ttamalysis from that point

Table 5.1 Parts-and-wholes analysis of working knowledge in each domain

Structure
Domain Atomistic focus Linked Relational focus

relational

focus

Working Parts Parts to Parts to Wholesto | Wholes to
knowledge of parts wholes parts wholes
Teaching A B C D E
Research A B, C D E F
Administration A B C D E

Measuring the strength of the relationships between pairs of domains

The hypothesis that an explanation for variation in working knowledge was related to
consistency of focum the domains was first explored by measuring the strengtteof
relationships between the domains using a statistical measure. This process started with

mapping the highest category of description for each of the domains in each transcript

An associatn between the domains of teaching and research was expected as there is
growing empirical research indicating connections between experiences of these
academic activities (for example, Prosser et al 2007, Akerlind 280%3)ever,

relationships between tbe domains and the domain of institutional administration are
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not established empirically in previous research, so the analysis turned, after an
examination of the teaching/research pairs, to examining the structural relationship

between this domain andakaof these

The strength and direction of the relationship between pairs of domaseasured
usi ng t hDestatiStaaimeecassrérlhis bivariate statistic provides a measure of
association between two ordinal variables and takes into accounahiss.The

highest category of description for each of the three domains in each transcript was
coded in terms of its parendwholes classification anctosstabulatedn pairs:

teaching and research, teachargl administration, and research and adstriation.
Tables5.2,5.3 and5.4 show the results from each craéabulation.The level of

S o meD psotides a measure of the strength of association between two ordinal
variables A value of greater than 0.70 suggests a strong association, betweand.30

0.70 a moderate association and less than 0.30 a weak association.

Table5.2, teaching and research, shows a moderate, positive and statistically significant
association with a value of 0.57khatist hi s anal ysi s suggest s

u s ia fieaching and in research were structurally related.

Table 5.2 Structural relationship between teaching and research

Teaching
Parts Parts Wholes Wholes
Parts to Wholes to Total
to parts to parts
wholes wholes
Research
Parts 5 5
Parts to 3 2 1 6
parts
Parts to 0
wholes
Wholes 2 2
to parts
Wholes 2 2 4
Wholes 3 3
to wholes
Total 10 2 2 6 20

Somers’ D = 0.572, p < 0.001
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Tables5.3 and5.4 show the structural relationship between teaching and administration
andbetween research and administratibhe association within each of these pairs was
found to be strong, positive and statistically significaihtat is, the analysis suggested a
structural relationship between working knowledge of teaching and workingdahgev

of administrationD = 0.708) and between working knowledge of research and working
knowledge of administratiord(= 0.768).

Table 5.3 Structural relationship between teaching and administration

eaching Parts Wholes
\ Parts topagﬁ[s to ,:/‘\)/h c;lretz Wholes to Total
Admin P wholes P wholes
Parts 5 5
Parts to
parts 2 1 3
Parts to
wholes 3 2 5
Wholes
to parts 2 2 4
Wholes 1 1
Wholes
to wholes 2 2
Total 0 10 2 2 6 20

Somers’ D = 0.708, p < 0.001

Table 5.4 Structural relationship between research and administration

Research Parts Parts | \\o 1o Wholes
Parts to Wholes to Total
) to parts to parts
Admin wholes wholes
Parts 5 5
Parts to 1 > 3
parts
Parts to 5 5
wholes
Wholes 2 2 4
to parts
Wholes 1 1
Wholes
to wholes 2 2
Total 5 6 0 2 4 3 20

Somers’ D = 0.768, p < 0.001
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The structural relationships found between pairs of working knowledge domains raised
guestions as to the nature of the interrelationsghiparticular, thestrong structural
relationship between the teaching and institutional administration domains and between
the research and institutional administration domains suggests a central role for the
working knowledge of institutional administration in the congdtamncof working

knowledge of academic practice.

Patterns of relationships between all domains

An explanation for variation in working knowledge appeared, from the statistical
analysis, to be located in the consistency or otherwise of structural elermém®s o
domains. This was further explored by moving beyond pairs of domains to patterns of
structural elements across all three domains. In this process, patterns in individual
transcripts were examined with special attention to the domain of institutional
administration, its complexity and positioning. The mapping exercise reported in
Table5.5 was, as in the analysis of the pairs of domains, the basis of this activity.

As indicated in Tabl&.5, the degree of consistency between structural elements across

the three domains varied between transcriptéive transcripts (2, 8, 9, 12 and 13),

there was a consistent focus in all three d
the less complex zone of thepaidsvh ol es spectrum cbRamtset ose
partso6 or O Phspdtarsit abehloé¢@séds t he 5bParts pat
There was also consistency in another three transcripts (4, 11 amh&0) the focus

was on O6whol es 6, imahedore dorepterezone éfe spectrummc at e d
characterised by O6Whol es t o dlspatterdois 6 Whol es

|l abell ed as 6Whébes patterndé in Tabl e

However, for the majority (12) of transcripts, there was no such consistency and these

are | abel |l edr m& i68Aeeddteg thetef these patterns included
domains in the 6partsd zone of the spectrun
the consistent patterns above clearly identified the level of complexity of working

knowledge overall, thegmatterns were less easy to understand. So for example, patterns
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in whicha | | domains were | ocated in the O6partséd
working knowledge overall, and patterns where all domains were located in the

Owhol es 6 z o ned complex warking knowtedpe. El@avever, pattams

whichone domain was in the oOwholesd zone and
guestions about whether the highaisthe lowestevels of complexity determined the

overall complexity of working kowledge overall

The transcripts were grouped in response to these questions, so that differentiation
between patterns was obviodis was undertaken by mapping the highest
partsto-wholes classification for each transcript, irrespective of domain. Néterps
were revealed and are reported in Tab which identifies the groups when the

transcripts were rerdered using the single highg@strtsto-wholes classification.

Workingnowledge of academic practice: Implications for professional development 125



Table 5.5 Parts-and-wholes patterns across domains

Chapter 5 Findings: Relationship between the domains of working knowledge

Transcript Administration Research Teaching
Parts-and-wholes
Category Parts-and-wholes Category Parts-and-wholes Category Parts-and-wholes pattern
2 A Parts A Parts B Parts to parts Parts pattern
8 A Parts A Parts B Parts to parts Parts pattern
9 A Parts A Parts B Parts to parts Parts pattern
12 A Parts B Parts B Parts to parts Parts pattern
13 A Parts A Parts B Parts to parts Parts pattern
1 C Wholes to parts D Wholes to parts D Wholes Mixed pattern
3 C Parts to wholes C Parts to parts B Parts to parts Mixed pattern
5 C Parts to wholes B Parts to parts B Parts to parts Mixed pattern
6 C Parts to wholes B Parts to parts C Parts to wholes Mixed pattern
7 B Parts to parts E Wholes B Parts to parts Mixed pattern
10 C Wholes to parts D Wholes to parts D Wholes Mixed pattern
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Key:

14 Parts to wholes C Parts to parts Parts to parts Mixed pattern
15 Parts to wholes B Parts to parts Parts to wholes Mixed pattern
16 Wholes to parts D Wholes Wholes to parts Mixed pattern
17 Parts to parts B Parts to parts Wholes Mixed pattern
18 Parts to parts D Wholes Parts to parts Mixed pattern
19 Wholes to parts E Wholes Wholes to parts Mixed pattern

Part s

pattern:

Consi

stent

f ocus on

6Partso,

6Parts

to parts

Mixed patternNo consistent focus across domains
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Table5.6 demonstrates that thasssubstantial variation in parts-wholes

classification across transcripts, with every possible classification in thetpavtsoles

spectrum being found.he table also shows that there is considerable consistency in
partsto-wholes classificatioacross domains for most (17/20) of trenscripts, where

all three domains are found in two contiguous perdwholes classificationsLhe

variation in partdo-wholes classification is expressed in Tdhe a s -aadWwhoies s

spand and for these 1Z Thissuggessdhatitheremaybehi s has
underlying common structural features of working knowledge across domains for these
individuals.But there are also thréeanscripts with a span df suggesting that for

these individuals there is less consistency in the streicf working knowledge across

domains.

This table alssuggesithat therearefive different groups of transcripts, distinguished
by the highest par®-whole classification for the transcript and the pasts/holes

span for the transcripthe five goups are:

Group 1: Highest <classification is oO6Parts t
Group 2: Highest classification is OParts t
Group 3: Highest classification is O6Whol esé
Group 4: Highest <classification is 6Whol esd
Group 5: Highest <c¢classification is O0Whol es

The next stage in the analysis was to turn once more to the transcripts for explanation of
these differences, but this time to examine these five groups of transcripts in an effort to
identify the features of working knowledge that are consistently found within a,group

but that differ between groups.
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Table 5.6 Parts-and-wholes elements across domains

Transcript Parts ngrst;o I:var: leetg W:)Oalreiz to Wholes chr? (I)elzsto H;%rclﬁivj[h%?;tss- wizglt:s-asnpda-n Pattern
classification
2 A R T Parts to parts 2 1
8 A R T Parts to parts 2 1
9 A R T Parts to parts 2 1
12 A R T Parts to parts 2 1
13 A R T Parts to parts 2 1
3 R, T A Parts to wholes 2 2
5 R, T A Parts to wholes 2 2
6 R AT Parts to wholes 2 2
14 R, T A Parts to wholes 2 2
15 R AT Parts to wholes 2 2
7 AT R Wholes 4 3
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17 A R T Wholes 4 3
18 AT R Wholes 4 3
1 AR T Wholes 2 4
10 A R T Wholes 2 4
16 AT R Wholes 2 4
19 AT R Wholes 2 4
4 AT R Wholes to wholes 2 5
11 T A R Wholes to wholes 2 5
20 T A R Wholes to wholes 2 5
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Descriptions of variation in working knowledge of academic practice

This part of the analysis focused on the structure of working knowledge across domains
in the five groups of transcripts identified in the previous stage on the basis etbparts
wholes patternslhe aim was to develop descriptions of working knowledge across
domains for each group of transcripts, with attention on the foci of the working
knowledge and how the foci were understobde process involved iterative

examination of the groups of transcripts and the transcripts as a whole.

From this analysis, five experiences of working knowledge were identified based on the
five groups of transcript These were named Fragmented, Procedural, Selective,
Consistent and Integrated working knowledgescriptions of each experience of

working knowledge are provided below, illustrated by extracts from the transcripts that

highlight the foci of working kneledge and how it was understood in each pattern.

It has been difficult to find quotes that succinctly express what is here argued to be the

focus of working knowledgeA n i nt ervi eweeds response is ty
interview rather than in orar two specific extractd he consequence is that in this

section in particular, where the integrated category of working knowledge is explored

and explained, quotes have sometimes been cut and pasted together to provide a

succinct insight into a category

Fragmented working knowledge

The focus across domains was on local and immediate denhanbeisns of the

institutional context, the focus was on the immediate administrative task to be

completed, the form to be filled, the boxes to be ticked or thiollst compiledWhile
OPartsd was the dominant classification in
here there was some acknowledgement of where these tasks come from and their
purposeThis applied, for instance, to knowing who is enrolledpwvattends or the

other subjects that students studgwever, any larger reason or purpose was not

generally acknowledge@or this reason, the structural awareness of what was going on

was limited to local and closely associated components.
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In the teaclmg domain, for example, the focus was on the subject or section that was
being taught and the group of students being tadgatching was seen as the

transmission of factual information and a major concern was how to déitvis.

students processed thigarmation was apparently ngoroblematic At this level there

was little attention to the selection of relevant content because content was seen as pre
defined.Similarly, in the research domain members of this group used language
associ at edh wtiatlhk 65 rweistehdutriheit workingikmowlédget ut i on
focused on seeking out relevant information for inclusion in their teaching, which they

called 6researchingd their subject.

The consequence of working dayday with this type of working knowleg was that
these staff members felt continually stretched and underprefdreg did not

understand fully how to function in any of the domains or how the structures that might
support that level of functioning were constructEdey could therefore ofteneither

predict nor question much of the work that came their Whgy felt that the demands
made on them were unreasonable and, in part at least, this can be argueed to be
conseqguence of their limited knowledge of the larger structures and purpatses th
determined that workl hey were continually reacting to what happened around them
and this was exhausting and demoralising for tHareummary, their focus was on

accumulating pieces of information required for the tasks they were required to perform.

| had to go through the same process of finding all the information, digesting it,
rewriting it into a lecture format and presenting it back to the students in a way
that they would understand and had coherence for the rest of the semnesier.

trying to basically get my head across three content areas, all the recent research,
and represent it as a lecture kind of material was often barely one week ahead

... and on top of everything else, the adminéaneell, it was impossible.

12:117

The onlyreason for that [marking attendance] is that if they have not attended my
workshops or my tutorials and they are getting an extremely high mark in this
subject, how do | know where they are getting their information flOK?I will

either have aword with h at st u dYewknowayauchavs r@ally gone well
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in this assignment, how did you go about doing that?me an, you havenot
attended my tutorialdidave you been reading at home, w
13:128

| think you need to know tiechnical information about the university and how it
works and what the kinds of things and the way a course wark# is daunting

to find out that ... ... and how and who to do this stuff... ... What do you do for
evaluations for instancé is therea university wide evaluation ... ... and all of that

sort of stuff....
12112

Procedural working knowledge

The focus of the working knowledge in this group was primarily on knowing procedural
requirements so that work was more effici@ite requirementsf the university, and
particularly those of the faculty or school, were at the heart of the working knowledge
of this groupHowever, their understanding of the traditional core business of teaching

and research was limited.

For example, in the administige domain where working knowledge was classified as
OParts to wholes6, administration was wunder
organisational unit such as the school and sometimes the faculty, but not the whole
university.Knowing about these local systs was seen as important in order to

manipulate themtowever, whileintervieweesould to some extent see the structure

and purpose of the whole system, they had limited understanding of the knhbke.

teaching and research domains, the dominanttlassi at i on was O6Parts to
pattern was therefore similar to the previous grdine focus was on getting tips or

hints that help the teacher transmit informatis.in the case above, the selection of

content was not an issue to be discussedised as @aroblem.Working knowledge for

research consisted largely of knowing how to seek out new content matter for teaching,

whi ch again was called oO6researching6 for th

The overall consequence of working dayday with this pattern of w&ing knowledge

i s that these members of staff were good at
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contextThey tended to know what was required a
requirements in terms of administration and general bureaudeatiandsThey coped

well, day by day, so long as majoragganisation or rgpositioning did not occuiThey

viewed their familiarity with local administrative requirements as a significant personal

achievement.

It was just a matter of sitting down andrtking, what, who is my audience? What

am | supposed to do, what is tlbkeachcontent ?
mainly firstyear students . . Il dm in a very vocational p |
content drivenAnd, sod | just sort of, sat dowand did, like, little mental lesson

pl an. Whods my audience? Whatodés my conten
going to present? What sort of equipment? How am | supposed to deliver it? So |

knew | had two hours of lectures and a certain number of éutasd so | just

divided it up into what was appropriate.
through.

14: 14

|l 6m not really all that good at it [resea
interests me and | t hiinnkt etrheasttéesd tihne ikte yb, e
gooutand seekthe knowledgen d so | still donét have th
out that information, but | do know that

thatd even just to keep mytof,sprbadimpwimgsgoi ng t o

14:144

It [information] should have come from manageme&nt should have, but in

practice it didnét, s od dolwoaldltlendhallenggy busi n
the Head of School with a range of issudé¢swadays | have gery rich

understanding | think probably of all academics in the [discipline] aréad v e

become now a resource person for my colleagudisey come to me when they

want to know how to deal with a particular problega certainly with plagiarism

and collsion, with failed assessments, incomplete assessment, almost everyone in

the [discipline] area would run it past me bef@gtet hey certainly woul d

anything to the disciplinary committee without running it past me first and saying
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AHow s ho@Witdb youteirk? How should | deal with this? What forms
do | have to fill out? Whatoés the process

551

Selective working knowledge

In this group of three transcripts there appeared to be a wide range in the classification

of working knowledge acrogke three domaing.he common factor was a focus on

OWhol esd in either the domain of research o
of 6Parts to partsdé for the domaThim of admin
pattern suggests a selectiy@peoach, with concentration on developing working

knowledge in a single domain at the expense of developing working knowledge in the

other two domaindiVhat is also striking is the consistent lack of focus on organisational

administration.

In the dominantlomain, attention was paid to developing disciplinary concepts and key

ideas associated with thesiethe dominant domain was research, the discipline was

understood as a whole and the emphasis was on furthering knowledge in the discipline

or field throudn engagement with discipline colleagu€kese academics tended not to

identify with the institution and were more at home with discipline colleaguesther

they were located at the universityornbth e | o w Heepvaerlt s66P acritass si f i ¢
for working knowledge of administration reflected a focus on minimal requirements to

support activity in the dominant domain, such as negotiatinigs approval or course

approval at a faculty leveKnowledge of the whole organisatién its functions,

structurs and systemd was not considered necessary by members of this group for

undertaking work in their favoured domain.

Thus, what appeared at first blush to be an inconsistent grouping can be seen as
representing a category of academics who have in common a strong commitment to a
single domain and who work within the organisation in different ways to maintain that
commitment. Their awareness of, and attention to, organisatbeted knowledge

seemed to be almost strategically avoided.

Working knowledge of academic practice: Implications for professional development 135



Chapter 5 Findings: Relationship between the domains of working knowledge

It does annoy mehis distinction of research actiyethink you should be scholarly
active.l could not be a teacher if | was not schdyaactive.Some people. .
because theyodre not dheyjustgenadte materinle y 6r e not

thinkd it 6s utterly wrong for a university of

171170

My particular interests are actually about the pichl impact of certain kinds of

literary practicesd and what 6és the point of the polit
of representation and the production of the literd&ry f youdr e not out t
thinking about issues of social impact and power aed&hationship between

power and knowledge and so farth . well, you have to be in the world so in that

senseWhati s t he point of doing what | do i f |

and think about how that world operates as a consequence?
7:69

Il think [thereds] just a huge amount of a
studies now and the faculyther e6s just a | ot of committ
you know, some committees where there are policy developments then | think, yes,
thatiser t ainly functioning as an academic, &b
structures and the environment and the settings that make it possible for us to do
certainkindsofword s o t hen | f eel as if 1 6m doing
business end of b&g an academic, and those are rewarding, but | never [sit on

committees].
7:69

| must have seelD strategic plans that have not yet impacted on thetdaday

operation of what | do or what course people do, so my strategic plan is do the best
youcanwi h what 6sssavahéwpbdendt .ilkmpvattey on me &
are not going to affectmeonadamyd ay basi s so | dondt pay |

them basically.

17:170
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Consistent working knowledge

In the fourth group, the focus was on alignmgrking knowledge to meet institutional
demandsAttention was paid to the two core domains of teaching and research, with the

third domain of administration supporting effort in the other #lbfour transcripts

included a relatrvebychiangbi 6Wbhatesnt bopawor
domain of administrationhis group differed from the previous group in that the

classification of all three domains was more consisiémtlomain was dominant in

terms of its structural complexity, suggjag potential for the integration of the three

domains.

In the domain of administration, knowledge of academic committeefoandl

university processes was seen as impottamfluencing the context of work both

teaching and researchhere was, hoever, little interest in extending this influence

beyond the school or faculty.he oO6partsé in the | ocal cont ex
important for getting work done in teaching and research than the system as a whole.

Similarly in the research domain, attiem was paid to applying discipline concepts in

different ways and contexts or to developing the discipline through the generation of

new knowledgeln teaching, there was an emphasis on student learning and supporting

students to understand the key casef the discipline.

The working knowledge of this group appeared to be both more balanced and more
complex than that of the previous gro@erall, academics in the group worked at
attending to issues in all domairdss a consequence, they appeared #sgleminded

and less driven to achieve personal success as academics.

What they should be coming out with, if you are talking about students here

well, they have to learn in the discipline. By learning the discipline they will learn

how to learn inhe futured in that disciplined and t hat 6s @hesol utely
second area that | am really interested in pursuing is learning off my stutfenys.

often I'm in closer contact with them than | am with other acadeihite a lucky

situation there aga in that the students are actually working in the industry while
theydre studying with me, |l s86slaamuge a ve

advantageAnd what would | learn from the student&/ll | learn a whole lot of
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things.I learn what they do itheir dayto-day work, which really brings to life
some of the concepts that I've §owhere we should be going in teaching and

research.

16:166

|l t6s [ Graduate Certificate in Tertiary Te
Because it 0s aginsiglktmtowhatl was doingmyseif to learn ...

|l t6s made me think about different altern
react, how people learn differently. t hi nk it éds given me the \
kind of, the i nsfortpliutthertkimalédgeyabouttowdo hélp o ki n g
people when they learn in a different way than | myself learn.

1: 6

The knowledge base has come principally becganesgng worked in research

youdre expected to have a knowledge base
i mpacts on t he The decidionsyouunake & redearchramnd.

guessin the academic sense in writing papers and things like ¥ai.have to

have an understandigf what 6 s hap Aednhatmastoibey t he f i el ¢
particularly in the research setting, has to be up to the minute or as close to it as

you canWhereas perhaps more so bibeing applied to a teaching setting, quite

often it do et® heiqtite @ currenbbledause dfthevaetual process of

being involved with research and havingltguessi nt er pr et the result
collecting and constantly compardng them
things like that the knowledge baseriaintained there, and that sort of keeps you

on top of thatThat knowledge is maintained | guess, on a personal level in the fact

that you retain that and you use it for yourself, you do not have to share or convey

that knowledge to a great extent to atpeople.

10:93

You need to know a lot abaditwhat goes on inside the system h&rbecause as
an academic, | 6m al so an administrator, b
administration to do as a course direct&o besides all of the what you might

assimme was the standard thing,t htehreerb6esd sa rae al so
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expertise above and beyond what anybody can get purely by being a great
researcher or anything like that.

1:3
Integrated working knowledge

For this group of transcripts, tiiecus of working knowledge in all three domains was

on OWhol esd or Thisviraup ptased & hagh pribrity loreusdrstanding

the conceptual frameworks underpinning their wamkaddition, perhaps as a

consequence of this, the members of ga@up also tended to integrate their working

knowledge across the three domains, resulting in an integrated conception of academic
practiceThi s was manifest in the groupb6s capaci
beyond the university in the areas adgarch and teachingheir working knowledge

frequently crossed faculty and disciplinary boundaries.

Their working knowledge of research included a deep understanding of the discipline,
including of key issues and of key researchers, as well as a somntk&ge of trends
influencing the funding of research in the discipliAeademics in this group had

personal theories about the value of research in their discipline and were able to position
their work within wider discipline knowledge structur&beir knowledge of the

discipline also informed their teachingith their subject mattdveingunderstood as a

whole rather than as separate topics and seen as dynamic rather thetepnéned or
prescribedAs a consequence, their teaching was informed bgtarest in how

students learn concepts and develop disciplinary ways of thirkivegy. working

knowledge of research and teaching was integrated with their organisational knowledge.
This included an understanding of the governance and managementesrbetyond

the school or faculty, and often beyond the university to the wider sylstesning

about institutional academic decistoraking and management processes was seen as
important for making linkages across the institution and beylastitutionalpolicies

and strategic directions framed their knowledge of and participation in school or faculty

level decisioAmaking

Overall, this group demonstrated the highest level of working knowledge in terms of its
structural sophisticatiolheir working knowledge included knowledge of how to

Working knowledge of academic practice: Implications for professional development 139



Chapter 5 Findings: Relationship between the domains of working knowledge

integrate the three working knowledge domauslike theConsistentvorking

knowledge group above, the academics in this group had reconciled complex work
demands by integrating teaching, research dnuirastration.Their teaching interests

were closely aligned with their research interests through a focus on discipline concepts

and theories.

What do we want the students to come out WAi? | guess the role of an

academic changes and the knowledgeshd®anges, the things that they have to

teach changes along the wayuess one of the biggest things we need to be able

to teach the studentsishowtoleawe 6 r e f airly good, | think
to do things, but Jimg&tudentsnasyet.d héarte groomtd jaus

teaching them how to use thisas softwdr@e. u 6r e t eachi ng them brc
principlesSo t hat when they | eave and they go
to pick up some other new packages as they come along aidelte learn how

to use them.

11: 108

Research is important, but as an academic, to call yourself an academic and never
teach, I think itdéds a contradiction, beca
improving your actual body of knowledge, which igfin but youdre not r
connecting with people in a way that you do as a teacher with students vemythe

they might be inspire®do f or me thatoés beingcam good act
get students to get ent hus efdlovaup,daua s omet h
bit of my Yeamlthink isveoaies cnb Wwhen, there are people around

who say 01 [ohHhgt 6®]selaow hldé.see the univers
my own teaching or my own work practice | suppd&e. research is importd; in

my experience, the teaching is more fundamental
4: 45

... this role is actually quite different to a straight academic bhave a chance
now of ensuring that stuff is taken up, so you are straddling a barbed wire fence,
dealing with research angbu have tdeintimately involved with the researchers

to understand what they are dojrimut also the other side of the fenttas quite
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di fferent and itdés a hybrid type of posit
want to do or would be abte do because you are having to liaise so closely with
industry.You could not do this job not having been an acadefn@cu coul dnét

have an industry person doing it because (a) they need to understand the research

and (b) they need to understand the reslears and that is crucial.

20: 208
|l 6d hate to be teaching in an environment
because in my case, |l 6ve been able to int

research and then recycling into a subject or a cousgel think itinforms to both.

Your research can inform your teaching t8uit as well as that, your teaching is

also informs your research by giving you ideas and getting student feedback on the
way your teaching and learning But also, the other one is also thislustry link

againl f you can get, I think thatés I mporta
4:38

One of the things that | said to the staff about my role was to keep staff informed

about what was going on around the widearversitycommunityA little bit to a

certain extent, extertig, and | encouraged staff to actually be involved in some of

the university and faculty committe@gcause there are some changes in process

t hat vy o u makathroughthoge&€ommittees and understanding of those
committeesl use the analogy thatsaf f pr obably dondt mind be
head i f they know why theyore Anditheng hi t o
only way theydre going to know that is no
but to actually face the wider community, theavidniversity community as to why

are these thingscomingupoudve got advanced knowl edge
up; Vyou also know why the uniThat §styods pu
important, because this is one way of actually trying to minimeaeigtomfort the
stafffeell 6d | i ke them to feel |l ess of, well n
victims, but they, | also want them to know why they are victimsd wh at 6 s
caused the situatond | think theyoll be much happ

11: 107
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Outcome space

A summary of the descriptions is represented in Ta@l®delow, which resembles an
Outcomespacetypically arising from phenomenographic analysis. However,
representation of the results in this form differs from a more traditionabGwetgpace
because it reflects the mufthenomenal nature of working knowledge. In this, two
related focid knowledge and the domain or domaéinsare identifiedas are the ways

these, in combination, were interpretediayto-daywork. In the table:

1 the structural aspect identifies the foci of working knowledg#amto-day

work: knowledge and the domair);(and

1 the referential aspect identifies how these foci, in combination, were interpreted
in day-to-daywork.

As indicated in the descriptions algoand summarised in the table, there was
simultaneous awareness of all three domains of working knowledge-to-day work,

but there was variation in the emphasis placed on these. This varied from a focus on the
teaching domain in Fragmented workinglutedge to a focus on all three in Integrated
working knowledge. In addition, there was a focus on knowledge, but this also varied
from a focus on parts or pieces of information in Fragmented working knowledge to a

focus on multiple theories and concepidritegrated working knowledge

These foci, in combination, were interpreted differently in-ttaglay work. As

indicated in Tablé.7, academic practice was interpreted in Fragmented working
knowledge as the collection of information and facts about iregcivhile at the other

end of the spectrum, it was interpreted as thihinking and reconceptualisation of
processes and systems that support work. In the middle of the spectrum, academic work
was interpreted varyingly as the administration of teactitngcedural working

knowledge), the demonstration of performance in teaching or research (Selective
working knowledge) or as working across teaching and research (Consistent working
knowledge). Knowledge of the institution and its administration is|wriited,

integral to these interpretations.

A critical finding from the analysis was the influence of working knowledge of

institutional administration on how academic practice was interpretlito-day
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work. The analysis of patterns of the domadentified that the structural complexity
of this domainrelative to the structural complexity of the others, influenced how
practice was interpreted day-to-daywork. Where it was either at the same level of
complexity or more complex than the teachalmgnain, as in Fragmented and
Procedural working knowledge, practice appeared to be interpreted as a teaching
focused activity. Where it was at the same level of complexity or at a lower level of
complexity than teaching, as in Consistent and Integratekingpknowledge, practice
appeared to be interpreted as a holistic activity incorporating teaching and research. In
the case of Selective working knowledge, where institutional administration was
consistently less complex than either teaching or resetagbpeared that practice was
interpreted either as teach#fmrused or researdiocused, depending on the priority.
The different ways that teaching and research were brought together (or not) were

identified in the positioning of this domain in pattermsvorking knowledge

Table5.7 also illustrates the relationship identified between understandings of
knowledge itself and the focus of dayday work. These understandings of knowledge
ranged from knowledge as information in less complex working knowl&mg

knowledge as theories and concepts in more complex working knowledge. So, a focus
on knowledge as information is associated with a focus on teaching in less complex
working knowledge, while knowledge as theories and concepts is associated with a
focuson teaching in the context of research or sieesa in complex working

knowledge. A focus on knowledge as application is associated with a focus on either
teaching or researchut neither is likely to be strongly related to the other in working

knowledge between these extremes
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Table 5.7 Outcome space showing referential and structural aspects of working
knowledge

Focus of knowledge (What)

—

Intended use

(How) Pieces of Structured | Concepts Established

information | information | 5nd ideas theories New theories

and concepts
T&IA IA&T . All domains
All domains

TorR

Information
about tasks in Fragmented
Teaching

Information
that can be
applied to
procedures
about
Teaching

Ideas that can
be applied to
selected
systems Selective
relating to
Teaching or
Research

Theories that
can be applied
to systems
and processes Consistent
influencing
Teaching or
Research

Procedural

New theories
and concepts
about complex
systems and Integrated
processes
about teaching
and research

Conclusion

The analysis reported in this present chapter has examined working knowledge across
the three domains identified in the first layer of analgsiteaching, research and
institutional administrationt suggestyariation in understandings of knowledge within
and across these three domains of working knowletge analysis established that
academics have simultaneous awareness of these three ddmathe complexity of
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their working knowledge varied both irrtes of its structural complexity (pafts-
wholes) and the relative emphasis placed on the three domainstordiay work.
However, irrespective of the variation in structural complexity or emphasis, it also
suggests a possible mediating role for workingwledge of institutional

administration in bringing the other domains together intdajay work.

All academic staff participating in this study demonstrated some variation in the level of
structural complexity in their working knowledge across thedlitomainsTable6).

For most, this variation was minimal (two contiguous categories for all those classified
as demonstratingragmentedProcedural, Consistergndintegrated working

knowledgé but for those classified as demonstrat8aective workingnowledgehe
variation in level across domains was more substantial. This group was characterised by
a Partsandwholes span of four categories with a single domain of working knowledge
demonstrating a much higher level of structural complexity thaottiex two domains.

This may well reflecthe complexity of the working knowledge required to do that

work anda strategic choice by these individuals based on the academic work that they
preferred to dolt reminds us that the lesser variation foundtimer groups may also

reflect the strategic choices of the academics in those groups.

The identification of levels of structural complexity in working knowledge/be seen
as reflecting more general understandings of knowledge that underpin working
knowledge.At the highest category dfitegrated working knowledgw®ith its emphasis
on wholes, the structure of working knowledge is apparently based on understandings of
knowledge as theoretical and conceptaalkhis level, the systems and process
knowledgerequired for academic practice existit arise from a broad understanding of
this practice based on theories and conc€pis. result of this is that connections
between the domains are consolidated intdagay work.At the other end of the
spectrum, wth its emphasis on parts, the structure of working knowledge apparently
reflects understandings of knowledge as informatidrihis level,Fragmented working
knowledgeconsists of facts, hints and tj@sd few connections are made in dexday
work betveen the domaingr within them.Between these extremes, with mixed
emphasis on parts and wholes, are the categorfsoédural, Selectivand

Consistentvorking knowledgeThese three categories reflect understandings of
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knowledge that vary from a celttion of facts to ideas to theories, but with an emphasis
on the application of knowledge to practitethese three categories, the connections

made between domains varied according to the focus of the application.

A focus on variation in the structuramplexity of working knowledge raises questions

of epistemologyThe partsandwholes classification is a blunt instrument for analysing

of the structure of knowledgbut it provides some indication of the understandings of
knowledge that underpin workj knowledgeThe partsto-wholes spectrum probably
reflects a more fundamental spectrum that ranges from a focus on information through a

focus on ideas to a focus on theory in academic work.

This analysis reflected what acadendcsn their dayto-day work. The descriptions of
working knowledge identified what academics know in order to do teaching, research
and administration, and the ways they understand, prioritise and bring together working
knowledge of the three domains in order to conduct theik @sracademic#s they

stand, the descriptions offer significant insight into the experiences of working
knowledge and in many ways answer the question posed at the beginning of this study,
namely: What is the working knowledge of academic staf@ggets that working
knowledge is essentially about more general understandings of knowledge interpreted
into practice.

However, because of the focus on what is done, the descriptions limit insights into how
this knowledge is experienced as embodied knowledge, a critical aspect of working
knowledge (Symes & Mcintyre 2000, Usher 2000)e next chapter reports on the
findingsof an analysis of this aspect of working knowledge.
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Chapter 6 Findings: Being an academic with working knowledge
Introduction

The analysis reported in the previous chapter, at one level, answered the initial question
framing the studybut did not explore all of the critical aspects of working knowledge.

In particular, it did not and could not explore the notion that working knowledge is

embodi ed knowledge attached to the concept
60doi ngo6 (OBamesn&Mcintyr@@@ As explained in the literature review,

the idea that working knowledge involves a
6what we knowdé is integral to recent defini
These definitions ephasise working knowledge as a concept that connects knowledge
about 6doingd within a specific context and
knowl edge of t h é#&alsoredorfatesawithddisaugsions abeut acafémic

work that relate workings an academic to the formation of academic identities.

(Churchman 2006, Archer 2008 and Malcolm & Zukas 2009)

In consequence, the final analysis of this stistyisedon developing a description of

Obeing an academi c6 a mafivedifferamtdevelsofavorking r el at i
knowledge proposed in the previous chapkée work of Akerlind 2003) is

particularly relevantherd& hi s phenomenographic study expl
experiences of O&édbeingd by i nnddeselopnerasi ng t he
universityteachetAs i ndi cated i n Chapitaerrinsiring Aker |l i nd
and guiding this additional perspective on
and the 6working knowledge of academic prac

Akerlind (2008b) explored multiple related phenomena and brought these together as a
multi-phenomenal fiel&ncompassingeing an academic and engaging in academic

work. These included experiences of growing and developing as a university academic
and the experiencd being a university teachdn order to do thisshe developed a

thematic approach that built on phenomenographic analysis so that comparisons across
similar phenomena could be mattebrief, Akerlind pioneered a method that explored
structural relatioships between categories of description in the identification and
description of key aspects of variation between tHarthis study, however, this

thematic method of Akerl i ndés work was not
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phenomenal fields of teaclgnresearch and institutional administratiBather in the
present study, this work was done with the aid of the qaardsvholes analysis
developed by Prosser et al (200B)it the Akerlinad work was the key to exploring the

associated phenomenon of 6ébeingd an academi

A significant difference to be noted between the present work and that of Akerlind is

that experiences of 0 ldentiflecyandaesarimedimtha si ty t e a
Akerlind study as a discrete phenomenon based on specific questions asked in the
interviews.This was subsequently related to experiences of the phenomenon of
6growing and dev e lindhe presgnt study, by contrastegtiorss mi ¢ 6 .
about Obeing an academi c6 we rrathentheisnmpgedci f i c
was hypothesised as being encoded into the concept of working knowledge, as

explainedn Chapter 3 of this thesit consequence, the initial focus of therttatic

anal ysis was to establish evidence of O&ébein
and knowing academic work and also to seek out and unpack further themes

underpinning the notion of o6beingd an acade

A significant as poetoetpreserit stulkweas that shedflagged that r k
emotions were commonly expressed by academics, particularly when they talked about
their experiences of o6growing and developin
to experiences oac héebred nagn da oubnénithiegiudg nt ya ctaed e m
however, emotions are not explicitly explor
though they are drawn into anMaapler al |l summa
within the transcriptsvas also found tddg evidence of emotions and statements of

being, sat was also used to guide the initial exploration and analysis of statements

about o6ébeingd an academic.

Here, it must be remphasised that the transcripts had already been sorted into five

different caggories of working knowledge based on the second level {padt&holes)

analysis.The focus of the thematic analysis in the present study was to identify
evidence of O6beingd and themes that underpi
defined categoes of working knowledgél'he steps below give an account of how the

search for evidence of Obeingdé was wundertak
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Each transcript was fiead within the context of the earlier categorisation at one of
the five levels of working knowledge.

Explicitdescrip or s of sel f and Odled mgj wasdt, aad atdeand h
@an academic Ghemet hmss tiott.@®erélanmbe | 6 m j ust &

admi ni str at o rweré mmted withinieach tsansbripte c t 0

Clusters of emotions associated with eachgmateof description that seemed to
suggest ways of being were notédr example, expressions of anxiety and
confusion about what was expected, or expressions of contentment and satisfaction

were noted.

Explicit and i mpli ed mesariptsinenshoftifefivé bei ngo
categories of working knowledge were interrogated by askirdlyatis at the core
of what it is to be an academic in these stateméatg® \Watemotions and

knowledge about academic practareassociated with thig?

Tentative descriptions of being and associated themes were identified for each of
the five categories and were reviewed by askirgthere a logical connection

between this way of being and the associated form of working knowl@dge?

Inconsistent or incarlusive meanings and descriptors were explored and discussed

with colleagues and supervisors.

Aspects of meanings of O6being an academic

context of having working knowledge of academic practice were refined and noted.

Relatonships of meaning across the five different categories of working
knowledge were tentatively explored and developéds was a process of
refinement through iteration between individual transcripts, groups of transcripts

and the transcripts as a whole.

Results

Being an academic in each of the five categories of working knowledge

As indicated above, the expression of emotions was identified as a site for further

i nvestigation of O0beingd an academic within

knowledge A summary of being an academic within each of the five categories of

working knowledge is provided belowo highlight variation between the categories,
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this is followed by an illustrative extract from the interviews, together with a more

developed commermn being an academic in each form of working knowledge.

Fragmented working knowledge

Being an academic is an ideal, not yet achievable (referential).

The role involves teaching and trying to discern and keep across the demands of the

university and of stdents (structural).

Emotions: insecure, uncomfortable.

Procedural working knowledge

Being an academic is an unachievable ideal (referential)
The role involves knowing and managing the requirements of the university (structural)

Emotions: comfortablesynical.

Selective working knowledge

The academic ideal is a my@feferential).

The role involves working out what is required by senior managers to succeed and

meeting those requirements (structural).

Emotions: satisfaction, sometimes frustration.

Consistent working knowledge

Being an academic involves demonstrating expertise within all aspects of the academic

role (referential).

This involves confronting and exploring problems and issues in every aspecttof day

day work (structural).

Emotion: confidene, selfassurance.

Integrated working knowledge

Being an academic is to develop and integrate knowledge across all areas of academic

work (referential).
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This involves supporting academic staff to be open to change (structural)
Emotion confidence, commitent, optimism.

lllustrative extracts follow for each of for the five different working knowledge

categories.

Fragmented working knowledge: the academic ideal postponed

| see myself maybe going in that direction [acadenhiajould like to do thatl see
that academic equals teacher plus researcher, plus thinking and working in your
own time and expressing this in papérsand that is an ideaBut for me now
academic equals teachdr and responding to what the university wants and what
students wand thatis my role.Outside of that is the time | spend gettiacknow

what to do and get information around administering and knowing what to do

when problems aris& o, | someti mes see, describe my
notd | 6 m n-tine inthederssoftheterml. am not here all the
have a room to myselfand nosupp&t f or me academic i s an

med right now. (Transcript 13)

Being an academic is an ideal (not yet achievable) because of issues relating to lack of
time, lack of accommodation and lack of knowledgetrrently, the role involves

teaching and trying to discern the requirements and needs of the university and of
studentsEmotions are strong and dominated by feelings of insecurity and uncertainty

(refleding distance from being a real academic).

Procedural working knowledge: the ideal is abandoned

|l f youdre a coordinator o&oftéasodoedldoohwabl e s
60-hour week, the majority of my energies at work isinthatdréa.06 s as a
consequence of being a teacher and being an administfabstudents come and

seek advice, or put something to you about, you know, an alternative to the way

things are going because it will help them out of a particular situafowl. you

have to knowhe ropes and what will be acceptabdes coor di nat or it ds
students, but other staff and admin as widtley all want yod and once you do it

OKt hen youbre seen as having thids [expert

and the sort of knowleggwvhere you might sit and think and write and explore and
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reflect, about either bigr small ideas, isnotforme arealty. dondétd get t hat
and frankly, I think, it is very rare to find academics who spend even aotérd
50-hour a weelkdoing15to 20 hours of thinking, writingi donét Thee it her
work that gets done in that area (research), is generally only squeezed in.

(Transcript 6)

Being an academic is an (unachievable) ideatis regretfully abandoneurrently
the role involves knowig the requirements of the university, both who has to be
attended to and what the procedures say and working out what has got to get done in the
limited time availableEmotions relate to being comfortable about managing the

situation, but being cynical abit the expectations.

This Procedural working knowledggroup differs from thé&ragmented working

knowledgggr oup i n that although the academic ro
an unachievable ideal, whereas in the previous group it is not yet achievable, but may be

at some time in the futur@he focus on what the role involves differs from thatia

first group.Here in theProcedural working knowledggroup, the requirements are

known and it is working out how best to manage them that is the emation here is
demonstrated with expressions of some satisfaction at managing thediay

situation, but frustration overall at never moving beyond this (also reflecting distance

from being an academic)

Selective working knowledge: the ideal is strategically interpreted

You come in and you have a level of specific expertise in a disciplind #nee
thatyoud on 6t wor k well as an academic if in =
0 but there's also all the other stuff about that being an academic in not just about
managing the teaching modéls you move up through the system you are sort of
maragement processguess some of the things that | hoped Women in Leadership

would actually engage us with were around thisather than just telling us about
universitygovernance, or sort of structural thinfst her e 6s much mor e i
guestion.You actualy need clear directiod | sort of know what knowledge |

need to act and move dBo if | say to myself, look my interest now is in developing

real professional expertise in a discipline sense, then | guess that knowledge is
researchbased knowledg®&o | write a book about something | am interested in?

So thatés sor t Amther possible path & howldd Igositicaat h .
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myself for that [promotion]And that path seems to be a bit of a different dath.
guess in an ideal institution those pa#ii®uld cross, but that ideal is a bit of a

myth, they don't cross very easily and they have to actually be built and pushed a
bit to fit. You have to step above and to see it all fit together and to understand the

pathways and directionrs ( Tr anscri pt 18)

Being an academic is realistically adapting the ideal of academicdvdhle ideal is a

myth. The role involves working out what is required to succeed and positioning oneself
and performing as is necessary to meet those requirereembsions range from

satisfaction when the system has been worked out to frustration when it remains
remotéobscure/unintelligible.

The difference between ti&elective working knowledgeoup and thé&rocedural

working knowledggroup is that the academdeal is no longer seen as an idéait

rather as myth which is strategically abandon@&tie role involves not just knowing
what is required and managing this, but understanding what is required to personally

succeed and plotting that by performing sfietasks and functions.

Consistent working knowledge: the ideal is achieved

Thereds what | need ptadisngbotogist. thatddae ssi onal |
sort ofd keep acrossWhat | need to know scholastically in terms of what | teach

is a separatéssue, because what we teach hereissodivéreest t o say Oada
changed iYsorudtv eu sgeoftult.o t hink about what vy«
work that throughl draw the distinction between being an acadedniand a

teacher [l am] an academic wose portfolio of duties includes teachidgand

research, and professional extension work and, of course, administriati@me to

the university believing that a university has to have a research component, and
thatdos i mportant atclogoingeand tisabtakes a lotoktime.t he r e s
Our degrees are increasingly vocationally orientated, so you need toknehat

our employers, potential employersaredoing. t hi nk we f orget t her
professional element to this job as well, not just teacfilsgyearsSo t her eds a
lot involved here[Participating in institutional processes] is not that important for

me personall vy, b wtintérmskoinkeepingistaffios sideamg or t ant
being an effective institutiol. h e pi e 6 s o040 peycendofthe pie ig , and
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teaching and 4@er centis research and 2fercent s admi ni strati on, (
the show on Wehoev er gaudsé, gsottu fofn. wi t h what wi
we can withwhatwe have.6 m r eas onabl yeasorallyigoodjelt i ¢ | do
(Transcript 19)

Being an academic involves demonstrating expertise in all aspects of the academic role
and striving to work across all aredsis involves confronting and exploring problems
and issues in every aspect of dayday work Emotion is expressed largely as

confidence and seHlssurance.

There is a major difference between awareness of being an academicort$istent
working knowledggroup and that in th8elective working knowledgeoup.Here, the
notion of anacademic is a lived realitit is no longer unachievable or a myth, it is a
reality and is achieved not by merely performing, as in the previous group, but by

confronting and exploring genuine issues and problems.

Integrated working knowledge: the ideal is ever changing

The requirements that are placed on you evélvaway from your traditional

discipline area teaching and research it seeat of this is actually driven by the

uni versity; part of | tThespresslresobreggngi ven by e
more and morés changing and evolving and as academics we have to change and
developThereds a | ot | ess support for the ac
days and t heS3oe¢hé guestioo is bow tloowe darkArrd the answer

is, in pat, to help to get the most out of theYimu can actually get a lot more out

of academic staff i f they have more suppo
supposed to be doing and that is teaching and the reseatahore support to

know about how thingg@ changingd because the role of an academic changes

and the knowledge base changes, the things that they have to teach change and the

world they are teaching in and researching in chaniyés.need support to help

get across these changes and make commecbetween all aspects of their work

and integrateWe sayd one of the biggest things we need to be able to teach the

students is how to learliVe need to get staff to learn tdde only way

[academics] are going to develop and get across is not taireso insulated

within the school, to actually face the wider community and the wider university

Working knowledge of academic practice: Implications for professional development 154



Chapter 6 Findings: Being an academic with working knowledge

community] | f you do this] you can get advance
thatodos I mportant, Dbecauseminsetse i s one way

discomfort the staff feel. (Transcript 11)

Being an academic is to recast issues and problems as awareness of influences changing
the conditions of work grows and develophis involves supporting academic staff to
be open to change and developm®&uminant emotions are confidence, commitment

and optimism.

Being an academic in tHetegrated working knowledggoup is similar to that in the
previous group, in that being an academic is a lived reality, but it is experienced
differently. In the Consistentvorking knowledggroup, each aspect of academic work
is attended to individually and there is little focus on integration of insights across
aspects of the academic rakere, in this group, the focus is on the integration and
growth and development tdl@w for the inevitable change of contemporary academic

life.
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The following table summarises the relationships highlighted in the transcripts above.

Table6.16Bei ngé in descriptions of wo

Working Clusters of Being an academic
knowledge emotions
Referential Structural
Failing to keep
Eragmented Insecurity, Ideal is across basic
9 discomfort. postponed. teaching
demands.
Ideal is Managing
Procedural Sonri'::figz[; unachievable and | demands in
y ' abandoned. teaching.
Satisfaction, Ideal is inning f
Selective sometimes (strategically) V\(lnnmg_ avour
\ . with senior staff.
frustration. interpreted.
_ Confidence, Ideal is _ Identlfylng qnd
Consistent challenging, but addressing issues
self-assurance. : . :
achievable. in all domains.
Recasting issues
, across all
Confidence, . ;
. Ideal is ever domains and
Integrated commitment, ) ) :
o changing. inter-relating
optimism.
problems and
ways forward
The resul outlined above show the

related to the working knowledge ah academidt also makes explicit the structural
relationship between ways of knowing howptactse and having a sense of identity as
an academicThis analysis also makes explicit the dominant emotions experienced by
academics in each working knowledgroup and how this emotional experience is also

related to specific levels of working knowledge.
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The next stage of the analysis involved fur
academic by drawing closely on Akier!|l indds n
analysis.

Themes associated with being an academic in the working knowledge

groups

In the search for themes associated with being, there were two that stood out from the
outset.The first,6 gencyj focused on perceived capacity to act independentiy as
academiclt was found in expressions/perceptions of being dependent on others or of
being autonomous, in contrdlhe secondy eivelopmenrd focused on perceptions of
learning about work as an acadenibis theme was identified in expressions of the
capacity to explore and decipher sources of working knowlektgexploration of

these themes drove the final stage of the analysis and is described below.

This final analysis involved looking for additional themes and proceeded using the eight
stepsuset 0 seek out evidence of O&ébeing an acad:¢
This time, however, steps 2 (searching for
academicd) and 5 (development of tentative
knowledgegroup)focusedon each theme in turliVhen interrogating the data for

evidenceobgency t he i ni ti al guestion asked of the
interviewee act®hat is the focus of that action and where does the capacity to act

c o me fForohensednd theme oflevelopmentthe data was interrogated by asking:

O0What 1is the major source of the working kn
academics develop deeper insight into or knowledge about academic péddtiee?

themes appeared to work togethreways similar to the referential and structural

dimensions of more traditional phenomenographic analkgisncymaybe interpreted

as 6howbé an academic saw and approached wor

developmentould be seenasrepreseny t he &éwhat 6, or the struc

The themes ofgencyanddevelopmenar e st r uct ubeiagbnaya d erhiad & d t c
What this looks like at in each of the five working knowledge groups is summarised

below.
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Fragmented working knowledge

Work is done to attendtodemandsut i s | argel y oagency.i de of on

Specific information relating to datp-day work is sourced through colleagues and
supervisorsDe v el o p me nthejock@r s o6o0on

Procedural working knowledge

Work is done to solvepgcific dayto-day situations and problems and is managed by
the informed individualggency.

Knowledge of how to act lies in the detailed procedures and regulations of the

university.De vel op me nthejoclt@r s 06on

Selective working knowledge

The focuds on marketing oneself in line with managerial expectatiagsncy.

Knowledge on how to act lies in understanding the requirements of academic managers.
Development involves identifying managerial expectations through formal programs

and informalnetworking.

Consistent working knowledge

Understanding how the discipline and profession are structured and are developing

gives confidence to act with initiative within the universagegncy).

Knowledge is based in the discipline that is taught and n&sedand in the profession
into which students graduateevelopment involves keeping up with developments in
all aspects of university life through formal and informal channels.

Integrated working knowledge

University knowledge systems often work in uegictable waysResponding with

insight and optimism is the way forwarabéncy.

Knowledge comes through understanding the interaction of the knowledge systems at
work within the universityDevelopment involves keeping up with developments in all

aspect®of university life through formal and informal channels.
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The following extracts from the interview transcripts illustrate the themageoicyand
developmenand demonstrate how these themes relate in each of the five working

knowledge groups.

Fragmented working knowledge: dependence/on-the-job

What | have found is that, for all the time | have been here, | feel that | am on a
rollerf-coaster], that | just roll from one pl
know what !l 6 comdd b n g gswipected, but sonetimekyou try to

do it right or you get into troubld.just learn onthe-job. | always thought

universities were free speech and free mind, free th@audhit that is not the case

from my experiencdt is like seeking a track in tHaush but the bush seems to be

full of thorns and | keep wanting to get through but [it] comes back and stings you

da | ot of work I do I dondét think resembl

role. | thought a lot of it would be a lot cleardf ranscipt 2)

The above transcript suggests little or no control oftdeday academic work and little

or no understanding of what s/he has to do in order to satisfy denféedsietaphors

of 6cobseerd and O6bush full powertodctandns 6 i ndi
how anxious and painful the experiences B@-to-day work demands are

overwhelming.The institution is a hostile environment and hard to navigate.

Devel opment i-thejiomféor mal ly O6on

Procedural working knowledge: prescribed independence/on-the-job

At one level it is overwhelminut you learn to copéMost of it [what | know] is

picked up orthe-job, through reading procedures and guidelines or talking with

other people who know this stf0 y o u s \&ould yowdo With ¢his issue,

or when tDhA d ohtappgerksnbo.wl edge and trust i s
call incidental mentoringYou sort of develop a collegial practice and network in

this way and you have to be a bit sneaky asking the righdpand working out

ways around and it takes so much time and

(Transcript6).

The extract differs from the previous one in that whilst work can be described as
ooverwhel mi ngo Administativéddetie noghpriseanuch of el alp-

day work but there is satisfaction in having control, and knowing how systems work

Working knowledge of academic practice: Implications for professional development 159



Chapter 6 Findings: Being an academic with working knowledge

and what can and cannotbedddee vel opment i s through inform
thej o0.b &

Selective working knowledge: strategic independence/development of the job

| see myself as a professional academic,
acadelmixede t hat through my managersdé eyes
professionall would say that in an organisational sense that constituies m

knowledge basé and | have to be seen to be doing thaee it as essential to my

job to perform within the university as a strong teacher, manager, reseaitwr.

| actually feel as if | can pretty autonomously do what | need & dod do it

reasaably welld but you have to make sure you are a bit of a public relations

consultant and essentially market yourself and do things to shod tluismal

programso but certainly outcomesthink there is a certain fantasy and a certain

romance about beghan academic thatwe allhgveut | t hi nk thatds Kk

to be honesi(Transcript 9)

The focus here is on finding out what is required by managers and on marketing the self
accordingtothisAgency rests in perforamingcademi 6@ cc
and having control over what one does and how one is Aeademic development is

sought as much to 6éperformd as an organi sat

Consistent working knowledge: independence/personal development
An d tsplenty eb¥erlap between [teaching and research] and | understand
both but the actual teaching side of things, | feel | need some more formal
education or grounding in to teach effectively, which is quite interesting fdr me.
was employed on those gireds of my [discipline] knowledge basa my
approachis having formal training, which is partially why | was doing the things
that you runlf there are gaps in knowledge say in a discipliakted area, then
that can be fairly easily overcome by soregearchon my behafi t 6 s no't
difficult, it takes time, but | feel comfortable doing tBathe discipline knowledge
0that6s been collected up over a |l ong per
backgroundAnd i n ter ms of t boanegionednaissighton | 6v e

there in the workforce and through experience tharel at the moment | feel
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reasonably confident enough allaroyndh i ch doesndt mean itods

times. (Transcript 10)

The focus here is on the academic discipline@nteaching and researching in this
discipline.Agency lies in being able to do both effectively and additional support is
sought for teaching, through the academic developmentTimate is much less reliance
on the knowledge of colleagues than in poegi working knowledge groups, the focus

is on knowing for oneds self and that gives

Integrated working knowledge: independencelintegrated development

Butasanacadem@ | need to know what dés gihe framev
0 [the interpretation of] the policy in terms of my workinday be t hat 6 s why
academics get anxious, because wedve actu
interpretation based on your own situation and work witkdarmal trainingd

certainly it can hgd alwaysd but necessary across the board at all different levels

and area®d but actuallyits being out here, being autonomous bringing it all
togetherBecause it wondét al ways Swo mwke 6iere thhaed w
understand how the univengiactually operates, in all its segments and at all

levels.How its strategic direction has been set, but also how things within the
university work in relation Soforntelbi s, what
wor k wel | , po s ijustaboatiwlat|teach arresearch.arthé 6 s not
wholethingThe various aspects have to become i
about developing integrated knowledge and integrating the whole work practice.

That 6s for me t he s cshouldhaveadcasddmthaimat i on ac a
knowledge that allows them to have more coréiraiot compartmentalise their

work. (Transcript 4)

In this final category, the focus is on integration of knowledge across the university.
Agency comes through understanding hgstems relate and interrelate and on

working this out independentl vy, not relying

Development involves both formal and informal learning, but above all requires the
capacity to integrate and predict outcomes andilpigsss. This differs from the

previous working knowledge group in its focus on integration.
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Table6.2on the next pagesummarises the relationships between the five categories of
working knowledge developed inactdemsedédond |
together withthe two associated themes explored in the second level of the thematic

analysis.
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Table 6.2 Relationships between working knowledge categories, being an academic and associated themes

Working knowledge

Fragmented

Procedural

Strategic

Traditional

Integrative

Being an academic

Ideal not yet achievable
(what)

Unachievable ideal
(what)

The ideal is a myth
(what)

Lived reality (what)

Ever-changing reality
(what)

Struggling to be across
day-to-day demands of
university (how)

Managing day-to-day
demands around
teaching administration
(how)

Establishing
expectations of senior
staff and marketing self
(how)

Demonstrating
expertise across all
aspects of academic
work (how)

Developing and
integrating knowledge
and backing change
across university (how)

Emotion: negative,
insecurity, anxiety

Emotion: mixed,
satisfaction, cynicism

Emotion: mixed,
satisfaction, frustration

Emotion: positive,
confidence,
self-assurance

Emotion: positive,
optimistic

Theme 1: Little sense of agency; | Agency involves Agency involves Agency involves Agency involves
Agency work demands are day- | addressing specific marketing oneself in understanding how working with
to-day and outside of | day-to-day problems line with expectations of | discipline and unpredictable systems
one’s control senior staff profession are in an informed and
developing optimistic way
Theme 2: Information sourced Knowledge lies with Knowledge lies in Knowledge is based in Knowledge comes

Development

largely through
colleagues.
Development is on-the-
job and informal.

colleagues and in the
detailed regulations and
procedures of the
university. Development
is on-the-job and largely
informal

accessing and meeting
expectations of senior
managers.
Development is via
networking and formal
recommended
programs.

the discipline taught
and researched and in
administering within the
university. Development
in keeping up with
changes, via formal and
informal means

through understanding
the interaction of
knowledge systems
within the university.
Development is both
formal and informal,
through exploring inter-
relations
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Conclusions

This final part of the analysis of the working knowledgacddemic staff has further
explored the structural relationships across and between the different levels of working
knowledge, identified in Chapter Bhis has been done by identifying themes that
underpin and connect the five categories of working kndgde using the work of

Akerlind (2005) as a guide.

First, being an academic was hypothesised as being integral to the concept of working
knowledge and evidence of this was sought and identified across the categories of
working knowledgelt seemed that faa | | interviewees there was
academic that they measured themselves against and commenteBargbose in the
Fragmented working knowledgeoup, this ideal was remote and assumed to be
something thatnaybe attained in the futurdo members of thBrocedural working
knowledgegroup, the ideal appeared to be unachievable and had been largely
abandonedThose in theselective working knowledgeoup had apparently decided

that the ideal was a myth and had abandoned it in favaunafre strategic approach

that attended to their personal godis.the academics in ti@onsistent working

knowledge groupon the other hand, the ideal was seen as challergihtargely
achievable, whereas those in theegrated working knowledggoup saw academic

work as evechanging and beyond definition in terms of fixed ideals.

In summary, an expanding awareness of being an academic across the categories of

working knowledge included a movement from the notion of the ideal as remote, but
nevertheless defining practice and performance for the academic role, to a view of

being an academic as very much a-ttagay lived experience, intimately associated

with personal valueg.he Selective working knowledgeoup appears to be the

watershed betwee O0per formingd the role of an acader
academicTo the members of this group, being an academic entailed performing to

meet an externally determined ideal (the institutional interpretation conveyed by

managers)but this was to somextent integrated with personal values.

The emotions associated with each level are in keeping with the above interpretation.

To the members of tHeragmented working knowledg@dProcedural working
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knowledgegroups, the role was seen as unachievabltd first group, even keeping

across dayo-day demands was impossible and emotions were very negssive.

control grows, so anxiety lessens and at the watershed positmheative working
knowledgehere is both significant satisfaction and frustnatexpressed, depending on

the extent to which the academic is able to understand and adapt university demands to
personal enddn the Consistent working knowledgeoup, being an academic is better
understood and whilshatis not without its challenggle emotions displayed are

largely those associated with setinfidence and selssuranceAt the level of

Integrated working knowledglowever, uncertainty is recognisédt met with

anticipation rather than despaieing an academic is recogniseskeaer changingnd

this iscausefor optimism rather than despair.

Foll owing on from its exploration of Obeing
search for additional themes associated with academic idéntitythemes were

identified. The first,agency included variation in awareness of the ability to act

i ndependently in oneds academic work across
and the second thendgvelopmentidentified a similar variation in understanding of

where academiknowledge lies and how development and growth as an academic

happens.

Perceptions of the ability to act ranged fremagmented working knowledgehere
wor k was out ,tmolitegratedevérking knowledgebere independent
action as an academaas assumed and acted on in complex walyere was a sharp
distinction between theragmented working knowledgeoup, where work was,
without doubt, out of control, and tiRrocedural working knowledggroup, where
there was some limited control over mgimg dayto-day work and indeed some pride
in this dayto-day managemenit the level ofSelective working knowledgeaere
appeared at first glance some control overidagay work and the ability to act
autonomouslyCloser investigation, however, gggsted that the ability to act was
contained within confined boundaries as an interpretation of what senior staff wanted,
rather than what was believed personally to be appropfiatse in theConsistent
working knowledggroup expressed confidence angknse ohutonomy in working
within all three domains of academic woHowever, the members of tha&tegrated
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working knowledggroup emphasised the need to go beyond working within domains
to working in ways that actively related domains and to dosthisindependence and

confidence.

The second themdgvelopmentcovers the sources atademic knowledge suggested

by interviewees and hothey perceivedievelopment and growth as an academic

occur.The perceptions of the different working knowledgeugs ranged from the view

that development as an acadewmdcuredp r i mar i |y and nrlepdobbdmport
with information sourced from local documentation or colleagues in the immediate

context, Fragmented and Procedudatio the view that it occurthrough a combination

of thegobd and more formal | earning situati ol

sites ConsistenandIntegrated working knowledggoups).

In theFragmentedandProcedural working knowledggroups, where dato-day work
wasa struggle to meet demandse ideal of an academic life was not realised and
development was not a conscious process but rather a matter of acquiring information
and, most importantly, a matter of survivial the Consistenaindintegrated working
knowkdgegroups, by contrast, there was a conscious effort to source knowledge that
went beyond information for survival and it was tied to personal interpretations of an
ideal of being an academi&s in the theme afigency theSelective working knowledge
group seemed to act as something of a watershed in expressions around thiattheme.
this level, sources of working knowledge were sought botthe-job and in formal
settingsHowever, thententunderpinning this was personal advancement, a somewhat
more strategic notion version of survithbnthe intent underpinning development in

the FragmentecandProcedural working knowledggroups.

Chapter 5 developed the new composite field of working knowledge, bringing together
the three distinct domains of teaching, research and institutional administvétien.

the findings of Chapter 5 are considered in light offiindings reported in the present
chapter, a more complex picture of the working knowledge of academic practice
emergeslt concludes that being an academic, embedded in working knowledge, is the
product of engagement within the institutional contebdving said this, however,

working knowledge also includes knowledge about being an acatemis calibrated
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against an abstrggtlealised notion of being an acadengo. this complex notion of
being an academic is both deeply embedded within a speaifiextand also informed
by decontextualised and abstract notions of the academiSdifee of the

consequenced this are discussed in the following chapter
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Chapter 7 Discussion: Emerging perspectives on working
knowledge

Introduction

As reported in the last chapter, the domain of institutional knowledge appeared to be
centralin understanding the nature of working knowledge of academic practice. This
knowledge, aslescribedn chapter 4, is constituted from working knowledge across
three domains, institutional administration, teaching and research, Working knowledge
of institutional administration appears to play a key mediating role in thelswetyp-
dayworking knowledge igonstituted across the domains, irrespective of the

complexity of the structure of working knowledge underpinning the domains

This domain of working knowledge is further implicated in the ways academics see

themselves as academics, and being an acadg@mpéars to be influenced by how

academics know and work with the institutional expectations and requirements around
teaching and research. This connection with
and the structure of knowledge reported in chaptestablishesvorking knowledge of

institutional administration as integral to the ideas around knowledge, learning, work

and identity at the core of the concept of working knowledge.

In this present chapter, the findings of this study arediscussedn relation to ideas
around&nowingdanddeingdin the phenomenographic literature and recent thinking
from t he 6 wo rliteiatorgandare positiored i thé context of recent

discussion and literature on academic work

In the first part of te chapter the variation in working knowledge of each of the
domainsd the key finding from the traditional phenomenographic anaéysis
discussed with reference to relevant phenomespiig studies focused on teaching and
research. In the case of the domof working knowledge of institutional
administrationon whichthere are few comparable studies, the discussion moves to

references to the wider academic practice literature

This movement opens up the discussion of variation in structural relatisristiypeen

the domain® the key finding from the analysis reported in chapter 5. This is done in

Working knowledge of academic practicdidngpfmaprofessional development 168



Chapter 7 Discussion: Emerging perspectives on working knowledge

the first instance with reference with comparable phenomenographic studies
investigating multiphenomenal fields; most notably, the work of Akerl{g@0%) ard
Prosseet al (2008)which inspired this stage of the analysis. In the second instance,
there are references to the wider working knowledge and academic practice literatures
which comment on how the findings illuminate the conditions of contemporary

acalemic work

This focus on the wider literatures is maintained in the final part of the chapter that
explores the variation in ways of being an academic with working know&edie

key finding from the analysis reported in chapter 6. This focus does clatlex
phenomenographic studies, but positions them in the broader context of discussions

about academic identities and the epistemological shifts underpinning and driving these

It is argued here that each of these elements needs to be consideredafuypiretiate

the significance and possible applications of this thisteat working knowledge of

i nstitutional administration defines the na
bringing these elements, so far described separately, together, the noileotil

working knowledge of this domain is reiterated

Variation in domains of working knowledge
Summary

As indicatedin Chapter 3  adi 6 { ple@omdénographic analysis was undertaken in

the first of two levels of analysi$he key findings from this first level analysis,

reported in chapter 4, was that there was structured variation in the ways in which
academicsd talked about their working knowl
couldbe described in terms of three sgpardomains: teaching, research and

institutional administration. Within the teaching domain, working knowledge ranged

from facts and tips that could be used to teach at one end of the spectrum to knowledge

of theories of learning and teaching that couddhrfe teaching practice at the other. In

the research domain working knowledge ranged from information relating to discipline

topics to discipline theories, while in the third domain of institutional administration,

working knowledge ranged from an awareneswho, and sometimes where, to get
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information from at one end of the continuum, to a knowledge of institutional systems

and processes in relation to external systems and processes

In this studyworking knowledge of academic woikdescriledfor the irst time and

constituted both within and across each of these three key dofeammusly

academic work has largelgcusedon teaching on the one hand and research on the

other with the notion of Oservices@&rornce®i ng
been explored within research studies of what constitutes academicliwerdtivision

into three domains with descriptions of what constitutes working knowledge within

each is, in itself, a significant finding of the present study, and espesiglificant is

the identification and description of the domain of institutional administration given

there is a lack of any parallel study of administrative type waltkough this
institutional administrati onlyacknowkdgedof t en di
to be increasingly taking up the hourdeyto-daywork (for exampleMclnnis 200Q

Harman 20012002).1 t i s al so often related to calls
control which are often seen to be part of the move towards nréaiesge in university

life, administration and governan{@reenbank 2006, Hodgson 2007, Karlsson 2007)

It should be reemphasisetierethatthis studydealswith is working knowledge of
academic work, not experience of academic waristing phenomenogphic studies
have explored experience of aspects of academic. withough the

phenomenographic method focuses on specific instances and asks academics to recall
this rather than to talk loosely about whaybe the case, there is a difference between
experienceandworking knowledge of, for instance, teaching and the experience of
teaching, even when it is a specific teaching experience that is being redaiiidhg
knowledge focuses on what it takesiodin a particular environment arsituationd

what knowledge is involved in tiidoingdof teaching a specific lesson or tutorial or
seminar, given the surrounding demands and culturevi8ist there are parallel

studies relating to teaching and reseatitis is all they ar@ parallelandfocusingon
similar, but not the samphenomea. In the following paragraphs | recap the key
findings and make comment on the first level analysis and varigtiahsere found

within each of the three domains.
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Variation in working knowledge of teaching

The pardkls between the present study and existing phenomenographic studies are
strongest with studies ofHeethardhgedfcsd exper.i
variation of oOoworking knowledge of teaching
Oexper i enc eascribeflin exstang ghénongeographic studies. For example,
descriptions of less complex working knowledgein terms ofteaching facts and tips

to be used wherequired This appears to be closely and logically connected to

descriptions of lower levelsf teachefcentred teaching that focusas the efficient

transmission of information to students (Trigwell et al 1994, Prosser & Trigwell 1996).

Likewise, at the other end of the continuum of working knowledge of teaching, the

focus on understandirgf what makes learning possible has parallels with student

focused experiences of teaching highlighted in existing phenomenographic studies of

teaching ibid). Descriptions of working knowledge other than those at the extremes of

the continuum are also similar those in existing phenomenographic stutbesising

on teachingactivities and strategie$hese have been the focus of debate around

whether such approachigus onteacher ostudentSamuelowicz 2001). The working

knowledge of teaching that parafiéhese descriptions lmsedn knowing about

activities and strategies that can keep students busy in the classroom, suggesting that

this working knowledge supports recent interpretations of these experiences as

essentially teachexentred (ibid)

At one level itmaybe expected that the experience of teaching is similar to working

knowledge of teaching, but given that it is a different phenomenon it is important to be

open to differences as wel.suggested reason for the close simildiggween

descriptions of variation in working knowledge of teaching desktriptions of/ariation

in existing experiences of teachingybe the extent of existing research into
academicsd conceptions of and approaches to
over thepast 20 years (Kember & Kwan 2000). Without doubt a lot is knewitten

and talked about academics6é experiences of
work, but these parallel findingsayalso be seen as a measure of validity of the current

work.
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Variation in working knowledge of research

Turning now to the working knowledge of research reported in chapter 4, again the
parallels with existing studies of academic
the range of experiences of workikigowledge appears to be wider than the rafge

experiences of research currently described in existing phenomenographic litémature.

particular, the least complex level of working knowledge of research, which has a focus

on collecting facts and informanh, appears to have no parallel description in existing

studies of the experience of research. The least cortgselkofexperiences of research

currently identified in existing studies highlights the application of a particular theory or

theories (Brew2001, Bowden 2005, Akerlind 2088 Parallel descriptions of working

knowl edge to this oOapplication of ,bubeoryd n

they come in the midange of working knowledge of research, as reported in chapter 4

The absece of parallel descriptions of experiences of research in existing studies

identifies a wider range of awareness and description of research than previously

investigated and this seems reasonable given that the present study was undertaken in a

0 n e w Gersity,mot & research intensive university, where most existing investigations

into academics6 experiences of research has
2008). The least complex category of working knowledge highlighted in this present

study f or example, -saggasthbdacbtmbegonydpfeexpe
research. This opens up questions about research development, and academic

development in general for academics, and the best way forward for academics with

varied levels of workingtcnowledge in and across the different domaindeed, it

extends beyond this to questions concerning which universibgslaim active

research status and what proportiomesfearckactive staff constitutes such status and

what level of understandirthose staff should hav8uch issues are critical questions

for universities to consider as they consider their future missions.

Variation in working knowledge of institutional administration

The growth of administration and the challenges this placesmrmporary academic
work has been a focus of much of the academic work literature (Henkel 1997, Houston
et al2006).So far, however, there has been no phenomenographic study on this topic
and nothing that helps us to understand the range of ways in thlgghcrease in
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administration is experienced and how it relates to other aspects of academic work. The
identification of institutional administration as a distinct domain of working knowledge
of academic work and the descriptions of variation withig ihperhaps the most

significant outcome of the first level analysis

The variation in working knowledge of this domain described in chapter 4 offers some

Il nsights into academicsodo understanding of w
teaching and researchor example, less complex working knowledge of institutional
administration has a focus on a specific and immediate coStexte piece of paper has

to be completed in a particular way and returned by a certain date and usually someone,
or occasionally@me source, can give guidance on what should be done and here.

is little or no attempt to understand what is being done or why. At the other end of the
spectrum, more complex working knowledge has a wider holistic focus on the
institutional context irwhich administrative tasks exist and how they exist within

systems and processes, at the local, school or faculty level, at the university level and
beyond in the broader higher education system of Australia. At the highest level this
includes awareness@d understanding of activities related to institutional governance

and the enhancing of institutional reputation as well as the way higher education is

undertaken and valued worldwide

More complex working knowledge appears to satisfy the more widelytaccep

def i niseri o imacademi®workThis cannot be said of less complex working

knowledge of institutional administratigeee for example, Jones 2005). Less complex

working knowledge of institutional administration for example suggests thate¢heof

work outside of teaching and research is confined to a focus on meeting institutional
requirements in the I mmedsatvasoar@wnyt ext as t h

defined in terms of immediate institutional demands

This initial work on worlkng knowledge of institutional administration, with its range of
understandings as to what lies beyond teaching and research, opens up possibilities of
scoping this varied range of activities. This is currently is seen to lie beyond core work
and come sonwehere between and across service and administr&igan the

growing significance of this netraditional work and the growing number of hours
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taken in undertaking it, is clearly important to get a better handle on how it contributes
to the working knowgdge of academic work and this study appears to offer a way of

exploring this

The findings reported inhapterd were achieved by following a traditional
phenomenographic approadh this approach, each aspect or domain of academic work
was identified ad then separately explored using procedures typical of
phenomenographic research. This process resulted ihrdeeseparate outcome spaces,
or domains and descriptions of variation of working knowledge within each of these.
Whilethis approach was effeee in developing understandings about the variation in
understandings of each domain of working knowledge, it stopped short of identifying

how the domains might come together and operate in relation to each other

It seemed likely when reviewing tldevd 16 findings that relatio
domains would exigd not least because of the way in which the domain of

institutional administration was describey interviewees as overlapping and there was

a lead in the literature how this might be expthRecent phenomenographic work had

suggested that the often debated relationship between teaching and learning might be

medi ated by academicsd understandings of su
both teaching and research (Prosser et al 2008),tbeir experiences of their growth

and developmerthatare also common to experiences of teaching and research

(Akerlind 2008).

Following on from this work in this study a hypothesis was made that the domain of
institutional administration, which wasmmon to both teaching and research, would
mediate the relationship between the other two domains of teaching and reBeiarch.

was the hypothesis that was put to the test in the second stage of the analysis and which

is discussed in the following section

Variation in structural relationships between the domains
Summary of findings
The second level of analysis of this studsrichexplores ways in which the domains

come together iday-to-dayacademic workis comprised of two partg.he first part
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sought to understand the different ways in ways that the domains of working were
brought together by academids.this first part of this second level analysis, reported in
chapter 5, these different ways of coming together were identified and deseribed a
patterns. In the second part of this second level anatgpisrted in chapter 6, variation

in ways of being an academic in each of these patterns was identified and described

In the following section the different patterns of working knowledge idedtdnd
described in chapter 5, the first part of this second level anab/gie focusThese
patterns identified what academics prioritised as important to know irdtineio-day
work, what constituted thettay-to-daywork and how the three domainwgre woven
together in this work.

The key finding concerning the identified patterns of working knowledge across the
three domains was that working knowledge of institutional administration was
prioritised differently in patterns of working knowledge, d@he complexity of this

domain relative to the complexity of the other domains was pivotal in determining how
the overall understanding of working knowledge of academic work and the relationship

between teaching and research was subsequently constitytedddas

The discussion below draws on phenomenogragicother work discussed in the
review of the literature undertaken in chapter 2, with special reference to the ongoing
debate about the relationship between teaching and research in light of the growth of
administration in dayo-day work. As noted in #hreview, there is still debate about the
extent to which administration is undermining teaching and research, and how

academics are accommodating its demands

In the following sections | discuss the ways in which each of the three dodnains
institutionaladministration, teaching and reseaéichwere positioned in the
construction of the various patterns of working knowledge of academic imggin

with the domain of institutional administratidpecauséhis was evidentlypivotal.
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Variation in relationship of institutional administration to the other
domains

As indicatecdearlierin chapter 3phenomenographic work on the relationships between

different phenomena has found similar levels of understanding across related

phenomenésee, for instance, Prossadral 2008, Akerlind 2008. In the present study

this was also shown to be the case at either end of the spectrum of working knowledge
patterns: in |l ess complex OFr adgtegeated e dd wor K
working knowledge. In these pattera, domains were at the same level of complexity.

This indicated that understandings of the domains had either a consistently atomistic

focus in Fragmented working knowledge, or a consistently relational focus in Integrated

working knowledgeThis consistncy of focus, however, was not to be found uniformly

in all patterns of working knowledge; in just over half of the transcripts (12), there was

a mixed focus

These patterns demonstrated a way of doing academic work that varied in complexity
and understating across the domains. In all patterns however, it is argued that working
knowledge of institutional administration was pivotal to the ways teaching and research
were positioned inlay-to-daywork. In brief, the complexity of working knowledge in

this damain relative to the complexity of the others identified the complexity of
understandings of work in the other two. At the complex end of the spectrum of
patterns, a linked relational or relational focus in this domain was related to a focus in
the other dmains at the same level (as in Integrated working knowledge) or higher (as
in Consistent working knowledge). Work was understoodtasplaybetween teaching

and research at a conceptual and theoretical lav#he less complex end of the
spectrum, amtomistic or linked relational focus in this domain was related to the other
domains at the same level (as in Fragmented working knowledge), higher (as in
Procedural working knowledge), or lower (as in Selective working knowledge). Work
was understood iretms of one domai@ most commonly teaching, but in the case of
Selective working knowledge, it could be research. The relationship between teaching

and research in these patterns was not conceptualised, nor theoretical.

These findings suggest that workikigowledge of institutional administration is itself a

critical and complex web that influences the ways in which academics constitute and
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prioritise theirday-to-daywork. So whilst at one level working knowledge of

institutional administration operatesi si mi | ar way to academi cso
subjectmatter thaProsser et al found to mediate the relationship between experiencing
teaching and research. (Prosser et al 2008), it differs because of its influence on how
teaching and research can be usti®d and prioritised. In this study it is argued that

when an academic fecusedon working day to day, it is their understanding of

institutional administration and what it takes to do this work that is critical fordayw

to-daywork in teaching andesearch is undertaken and prioritised

To recap, Prosser et al mapped |l evels of co
their subject matter and their experiences of teaching and research, and demonstrated

that understandings of subject matter overdapat the same level of complexity with

experiences of teaching and research. By establishing that understandings of subject

matter were at a similar level of complexity to experiences of teaching and research,

Prosser et al argued that the understandisgilject matter has a direct and mediating

role in the constitution of the relationship between teaching and research and it accounts

for the variation in this relationship (Prosser et al 2008)

In the present study, the levels of complexity of the dosmakre mapped using an
adaptation of the approach developed by Prosser et al, so comparisons with the findings
of that study are possible. The mapping identified that working knowledge of

institutional administratiomvasrelated to the other domains anditit was common to

these. However, as discussed above, there were anomalies in patterns of working
knowledge of the domains that identified inconsistencidsaofs that were not

identified inthestudych c ademi csd® understandings of thei
relationship between teaching and research. When the inconsistent foci of these patterns
are compared with the foci of comparable categories developed in the Prossér study
those with a consistenihked relational and relational focus between the extremes at
either end of the spectrudn it is possible to see that working knowledge of

institutional administratioprecede®r at least takes priority over knowledge of subject
matter in determining prrdies indayto-daywork. These patterns support the

argument put by Prosser et al that the relationship between teaching and research is not
well developed, but offer more informatiaboutwhy this may be the casknstitutional

Working knowledge of academic practiceidngpfimaprofessional development 177



Chapter 7 Discussion: Emerging perspectives on working knowledge

demands appear to infloee the relationship more than subject maiteor discipline
demands) in these cases.

The consistently atomistic focus across working knowledge, subject matter and
experiences of teaching and research in Fragmented working knowledge identifies that
neither is prioritisedlt supports the argument put by Prosseal ¢hat the relationship
between teaching and research in these understandings of subject matter is not well
developed. Similarly, a comparison of the consistemilistic focus of domains in

Integrated working knowledge, subject matter and experiences of teaching and research
identified by Prosser et al, supports the argument that timelsstandingef subject

matter identifywell-developed relationships between teaching and research

Variation in the relationship of the teaching to the other domains

So far it has been argued that working knowledge of institutional administration is
pivotal to the ways in which the other domains of teaching and research are constituted
in dayto-day working pactice. So what did this mean specifically for the teaching

domain?

All academics in the study directly relat@drking knowledge of institutional
administration to working knowledge of teaching. The relative structural complexity of
these domains, howey; indicated how teaching wpsoritisedin day-to-daywork.

Where working knowledge of institutional administration was as complex or more
complex than working knowledge of teaching, teachingpvasitisedin day-to-day

work over research and the tadaship between teaching and research was not direct.
These structural relationships were found in less complex Fragmensegdural and
Selective working knowledge. Conversely, where working knowledge of institutional
administration was as complex oore complex than working knowledge of teaching,
teaching was eithgrioritisedin dayto-daywork, or it was balanced with demands for
research. In these patterns, the relationship between teaching and research was more
direct, and, if teaching wamioritisedin day-to-daywork, it was by choice with
preferences for teachirexercised by academics. This was unlike academics with less

complex working knowledgedHerethe analysis identified that they had no choice and
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teaching wasrioritisedin response to institutional demands that they could neither
fully understanchor manage.

Simply put, analysis of the patterns show that a complex working knowledge of
teaching was related to both complex and less complex working knowledge of
institutionaladministration, but a less complex working knowledge of teachinghatas
related to complex working knowledge of institutional administration. The directional
nature of the relationship between these domains identified priorities about teaching,
and suggsted that these priorities were determined by perceptions of institutional
requirements for teaching. When the relationship was from more complex teaching to
less complex institutional administration, teaching was prioritised in relation to
institutional equirements, but when it went in the other direction, the patterns identified

a lesser prioritisation of teaching.

These directions mirror patterns of dissonance in teaching identified and reported in
existing phenomenographic studies where conceptioteaohing do not necessarily
match approaches adopted (Postareff et al 2008). In these studies, academics with
complex studenrtocused conceptions adopted both teachedstudentfocused
approaches, while those with teachmrusedconceptions adopted gnleacheifocused
approaches. A comparison with the findings of the present study identifies that working
knowledge of teaching and conceptions of teaching determine the direction of the
pattern, while approaches to teaching and working knowledge ofitistél

administration determine what is done. So, if the findings are pubgisiee, it appears
that working knowledge of teaching aligns with conceptions of teaching, while working
knowledge of institutional administration is indicative of approacitepted irday-to-

daywork.

This suggests that for academics with more complex conceptions and working
knowledge of teaching, approaches adopted into@ay work may be different to the
intentions their conceptions convey, and dissonance is a direohses what is

deemed possible in the contelxtthese cases, the causes of dissonance appeared to be
an unwillingness to respond to demands for more cexmggbproaches to teaching

(Postaeff et al 2008)For example academics with Consistent and Integraorking

Working knowledge of academic practicdidngpfmaprofessional development 179



Chapter 7 Discussion: Emerging perspectives on working knowledge

knowledge prioritised working knowledge of teaching in some instances while not in
others. Academics with these patterns of working knowledge were likely to prioritise
teaching inday-to-daywork according to personal preferences (for teacbimgsearch)

or in response to their knowledge of institutional requirements (which was complex), so

dissonance was a function of working knowledge of the institution

Dissonance as a function of working knowledge of the institution rather than personal
preference appeared to be the case in Selective working knowledge where working
knowledge of research was more likely to be prioritised over the other domains in day
to-day work.As discussed above, this pattern identified a deliberate downplaying of
teachimg in dayto-day work and selective interpretation of institutional requirements.

Even when teaching was prioritised in these patterns, it was seen as the source of topics
and ideas that could meet institutional demands for research into teaching and
demongrate a commitment to the scholarship of teaching. These academics were
unwilling to adopt new teaching practices at a deeper level beyond applying ideas or
concepts, or felt they could not adopt them in the institutional context because of

demands to denmstrate performativity in research

In the case of academics with less complex conceptions and working knowledge,
dissonant practice appeared to arise because academics were unable to respond to
demands for different teaching practices requiring more cangunceptions of

teaching (Postareff et al 2008). Academics with these patterns of working knowledge
had limited knowledge of the institutional context, were confused about how to
prioritise work and could not adopt more complex approaches to teachemgf évey
expressed an interest in changing their practices. For example, academics with less
complex Fragmented and Procedural working knowledge expressed interest in new

ways of workingbut were unable to understand how this could occur

The patternsfo wor ki ng knowl edge identified that
approachesd B&naleda)dolteachingadhat reflect working knowledge of
institutional administration and working knowledge of teaclingvhat is known to be

possible in relation to te&ing in that context. In short, working approaches are

expressions of dissonance between (ideal) conceptions and the reality of teaching in the
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institutional contextHowever, though these approaches are dynamic, and subject to the
influence of contextudhctors Lindblom et al 2006Postareff et al 2007), the patterns

of working knowledge identified tahthet t he n a
complexity of working knowledge of institutional administration increases. So, where

working knowledgeof teaching and the institutional context is compfex example, in

patterns of Consistent and Integrated working knowledge, the complexity of working

knowledge of teaching and institutional administration allows accommodation of a

range of interpretatins and responses to institutional demands for teaching. It was

possible for academics with these patterns of working knowledge to adopt a range of
approaches to teaching according to their priorities and preferences for teaching

Thiswas notthecasemmat t erns of | ess compl ex worKking
approachesd reflected partial knowl edge of
was a function of partial knowledge of institutional demands in teaching. These

demands were met with a limiteange of responses. Limited responses can also be
identified in Selective working knowl edge w

appr oaches @ tovether deachaiiqalty erobritise teaching or not

Variation in the relationship of research to the other domains

As with working knowledge of teaching, explored above, the way that research was
prioritised inday-to-daywork was again dependent on the understanding of working
knowledge of institutional administratioAs reported in preceding apters, working
knowledge of teaching was more likely to be paired at the same or higher level of
complexity in patterns of working knowledge with the teaching domain than the
research domain. This was the dominant pattern in less complex working knowledge
where working knowledge of research was consistently at a lower level of complexity
than the other domains, indicating it was not welthted to these. It was also the case
that working knowledge of research was not welted to the other domain intfens
forming Selective working knowledge where research was prioritisdayto-day

work. In these patterns though, working knowledge of research was, relative to the other

domains, significantly more complex than these
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Patterns forming more compleovking knowledge marked a shift in the relationship
between working knowledge of research and the other domains. Whereas other patterns
identified, as described above, that working knowledge of research was not well related
to the other domains, in theskis domain was either as complex as or more complex

than working knowledge of institutional administration and working knowledge of
teaching. In these patterns of Consistent and Integrated working knowledge, working
knowledge of institutional administrati was either at the same level or above working

knowledge of research

The findings confirm existing studies that suggest academics do relate their teaching to
research (Jenkins 2004, Robertson & Bond 200/hat is significant, here, however, is

that thecomplexity of working knowledge of institutional administration is implicated

in the constitution of this relationshio, where working knowledge of institutional
administration is less complex than working knowledge of research, the relationship
betwea teaching and research is not well developed. This occurred in Fragmented,
Procedural and Selective working knowledge where institutional demands appear to
disturb the balance between teaching and research. Where the relationship is in balance,
the workirg knowledge of institutional administration is either as complex or more
complex than working knowledge bbth taching and researcior examplean the

case of Consistent and Integrated working knowledge

These patterns suggest that academics with comaleking knowledge are best

equipped to cope with change in academic work and meet new demands, but that they
do this on their terms. Unlike academics with less complex working knowledge, they
are able to exercise choice in what they do intdegay work This indicates that the
prioritisationof research in dato-day work is not a choice for academics with less
complex working knowledgthatis typically characterisedy more focus on and

working knowledge of institutional administration, this beingrth@jor priority. There

was one overall pattein which choice was exercised on selecting priorities (Selective
working knowledge), but the working knowledge of institutional administration was

less complex than working knowledge of research. In thispateither teaching or

research was at a higher level of complexity than working knowledge of institutional
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administration. The relationship between teaching and research was unbalanced in this

pattern, despite appearances

Closer analysis identifiethat there was a general focus in this pattern on performativity
in either research or teaching. This, combined with understandings of knowledge as
topics and ideas in this patterdentified a focus on the production of research outputs
aimed at applyinggnowledge rather than generating new knowledge. Application
focused on researching ideas and tothieswere accessible and arose consequently
from practiced most likely from teaching. Teaching as a source of topics and ideas for
research suggests tlatademics with these patterns of working knowledge were most
likely to adopt the idea of the Scholarship of Teaching and Learning (SOTL), as it
encapsulates the idea of application and practice based research. This has implications
for how SOTL is fosterednd understood by academics (Kreber 2010), and suggests
that academics likely to be attracted to the idea are likely to have a focus on the
application of ideas and concepts without deeper conceptual and theoretical
understandings. This may explain wheté are so many understandings of what SOTL

means to practitioners and those theorisinipitl}.
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The relationship between teaching and research in each of the patsenmsriarsed
below:

Table 7.1 The relationship between teaching and research in patterns of working
knowledge

SELECTIVE CONSISTEN INTEGRATEI

INDIRECT INDIRECT INDIRECT DIRECT DIRECT

The findings resonate with work in the more general literature about the impact of
administration on the ways workpsioritisedin dayto-daywork by academics and its
role in disturbing the balance between teaching and research (for example, Henkel
200Q 2005). For example, it is clear that academics are experiencipglérsation of
academic work as a result of the intrusion of administratitamr{s 2005, Churchman
2006, 2009Young 2006 Delanty 2008 However the study identifies varying
experienes of this phenomenon and varying impacts of administration. In the case of
academics with less complex working knowledge, it is experienced as an imposition
over which they have no control or choice, while in the case of academics with more
complex workig knowledge, it is experienced as a preferénceither teaching or

research are possible and enabled by working knowledge of institutional administration

The findings also highlight the connection between change and the underlying reason

for demands fonew practice® new concepts of knowledge and their impact on

academics and their work (Boud & Solmon 2001, Beck 2005, Hodgson & Whalley

2007). New concepts require academics to adopt new practices in teaching and research,
and institutional administratios linked in these understandings as a manifestation of

new practices (Churchman 2006, Hodgson 2007, Karlsson.2007)
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Variation in understandings of knowledge

Whil st the focus of this study is pan o6éwor Ki
seand atimes the differences have been emphasised, it is accepted that there is a

parallel and a close relationship between the two (see the findings, chapiehi).

section the emphasis is on how patterns of working knowledge of academic work

appear to be werpinned by more fundamental understandings of what constitutes

knowledgeper se. Here these different epistemological stances are made explicit and

discussed specifically in relation to academics responses to institutional demands for

increased administration, this topic being a major issue in the current literature on

academic work @r example, Hodgson & Whalley 2007)

In brief, less complex patterns of working knowledge identify less complex
understandings of what constitutes knowledge and knowing and consequently less
complex epistemological stances in response to institutionalrdin@aound academic
work. By contrastcomplexpatterns identify richer and more sophisticated
understandings of what constitutes knowiaigd consequently wetleveloped
epistemological stances are in evidence in relation to teaching and research and the

relationship between these that comprise responses to institutional demands

A key implication is that academicsO respon
traced to levels of comprehension concerning what constitutes knowing within patterns

of working knowledge. These trends are discussed briefly in relation to the three major

levels of epistemological stance exhibited, summarised as knowing as information;

knowing as application and knowledge as theory

Focus on information

As discussed above, adus on knowledge as information identified unformed
epistemologies underpinning the conduct of teaching and research, and epistemological
stances that excluded research and prioritised teaching and what was seen as associated
administrationThese acaderts were unequipped to strategically respond to

institutional demands for increased or changed administratiey typically saw
administration as part of a working knowledge of teaching, which was for them the key

function. These people were in perpetaeahfusion as to what was expected and what
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was to be doné&uch academics as discussed here were quite unable to respond to
demands for research in any meaningful way and consequently focused on teaching and
its day-to-dayadministration. The responsestbése academics suggests a range of
experiences outside and beyond any current descriptions of the impact of
administration; for example, current descriptions of resistance or absorption suggest that
academics make deliberate decisions about what to docantb do it (see Churchman

2006 Archer 2008, Malcolm 20Q8but these staff lacked sufficient insight into

academic work to work in such a strategic way

Focus on application

Patterns highlighted here focused on a strategic response to institutioaaldsgenith a
choice being made as to whether teaching or research domilegtesidaywork;
administration was not prioritised. These academics typitatlysedon performativity

in research or teaching, as identified in chaptand they adopted stragjies of

resistance to demands for administration similar to those described in current studies
where academics restrict the amount of administration undertaken in teaching especially
(Churchman 2006). However, though there was a focus on perform#taiseemed

to identify awareness of external drivers for change, there was a reliance on institutional
directives and interpretations for action, suggesting that strategies of resistance to
administration are less informed by any understandings of drivechdmge than

currently described in, for example, Churchman 2006

These academics could also be considered to be experiencing the trend towards

polarisation of work towards specialisations in teaching or research (Young 2066).

patterns identified significant, sometimes dramatic prioritisation of either teaching or

research imay-to-daywork, but this was combined with intent to demonstrate

performativity. Academics with such patterns were sensitive to institutional demands

for new practices in teaching and research and were likely to indicate being predisposed

to their adoptionSuch take up, however, was not underpinned by an understanding of

essential underpinning ideas and conceéptsisequentlywhilst on surface their

practice might appear to be 6newbd, their wo

For example, they might identify institutional priorities in teaching or research as the
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focus of their work, but it was a desire to perform rather than a concerthedtetical
issues that drove them

In these work practices, the application of ideas and techniques may satisfy immediate
institutional demandsut they do not generate fundamental change required in
contemporary work (Usher 2000, Boud 2000).

Focus on theories and concepts

Patterns here identified epistemological stances in which teaching and research were
related to each other and where supported and sustained by knowledge of institutional
administration and strategpay-to-day work was experienced rag polarisation of
teaching or research, but rather as a preference for either teaching or research with
variation year to year for a range of reasons beyond institutional direction. However,
teaching and research were undertaken irrespective of preger@aaiscussed in

chapter 5, the struggle for academics with Consistent working knowledge was to
manage and balance demands in both abe&shis was expressed as achievable. For

academics with Integrated working knowledge, this struggle appearqudessinced

Performativity and the intensification of administratiorday-to-daywork were also
experienced, and academics with these patterns adopted absorption strategies described
in existing studies (Churchman 2006). Absorption was possible beamgasdration

was positioned as a means of developing and extending work in teaching and research
from within theoretical frameworks that supported the relationship between these. These
academics for example, identified research interests in the teaspiecisof their

work irrespective of their preferencesday-to-daywork. Their intent was to locate

these activities within disciplinary and broader frameworks that included

understandings of administration as a governance and policy function reladimgj to
supporting the core functions of work. New practices in teaching and research were
adopted with reference to these frameworks and as a result, practices were emergent in

nature.

These underpinning epistemological stances identified experiences aioog of
work associated with new and emergent modes of knowledge production (Symes &
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Mclintyre 2000). In these, administration was framed as one of these modes that could
facilitate the adoption of new ways of teaching and researdrorgexample, there as
evidence of Mode 2 hybridised research o6gan
modes of knowledge production were merged, and Mode 3 'gangggjing new

modes of production (Stronach & MClure 1997), in these patterns. Whilst Mode 2
'‘gamesdwere evdent in patterns forming both Consistend antegrated working
knowledgeMo d e 3 a@ppearedeaosbénly evident in patterns formg Integrated
working knowledgeCorresponding evidence of teaching practices aligned to these
modes were also found ihdse patterns, including the integration of wbdsed and-e
learning approaches that built on existing disciplased knowledge (Boud &

Solomon 2000).

Variation in being an academic with working knowledge

So far, the focus has been the way working keolye of academic work is constituted
by a coming together of working knowledge across the three dontaieslifferent
patterns have been explored and what these patterns say about the-tcagladayork
of academic staff has been discus§éw: second paof this second level analysis
buildsonthe section above on how more fundamental notions of what constitute
knowledge underpin academisgays of working and goes on to consider how these
ways of knowing influence nainly the doing of academic workut also the ways in

which academic staff play out their relend see themselves as academic

The key finding from the analysis reported in chapter 6 was that patterns of working

knowledge identified variation in ways of being an academic. These werel@éachia

patterns of working knowledge and related to an abstract nbtionh e 6i deal 6 of b
an academi® towhich many of those interviewed referrddhe abstract and

conceptual nature of these understandings resembled the abstract and concepgual natur

of the understandings of knowledge discussed above. So, just as underpinning

understandings of knowledge raised issues of epistemology in academic practice, ways

of being an academ@mbeddedh the patterns raised issues of ontology in practice

As noteal in the review of the literatura,critical issue in discussions about academic

identities in contemporary academic workuisetherthese are changing beyond
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recognition and whether these changes constitute a diminution of academic work and

identities that support it (Harris 2005, Clegg 2008, Archer 2008). There is a growing

body of work that is bringing thissalossd t
suggestion that academics are constituting identities that respond to institutional

demands while retaining key attributes and values associated with more traditional

identities (for example Archer 2008, Clegg 2008, Smith 2010). Howaseotedalso

in the review of the literature, few-hepth studies offer descriptions of identities and so

insights into how they are being constructed are rare. The detailed descriptions of ways

of being an academic with working knowledge reported in chapter 6 halieations

for this discussion

A nid é aflaéademic work underpinned being an academic with working knowledge,
irrespective of the complexity of the working knowledge overall, though its
interpretation varied in light of perceptions of work in the tnsbnal context. The
const an ddye alfgestsisupport for the view that academics are maintaining
traditional values and reinterpreting them in the face of forces that are eroding
traditional practices and identities (Archer 2008, Clegg 200Be8and & Taylor,

2011).

T h € edavhspas described in chapter 6, a concept used by academics in the study to
calibrate their practice and determine how to be an academic in the institutional context.

In Fragmented working knowledge for example, be&ingacademic was a

di sappoint ment aidde arxsimdttairablerbgcauseaohhdw wotke 0

was organised in the institutional context. These academics did not see themselves as
6real 6 ac ad dimsirctlee future,tse deingsao anademas about having

an unformed academic identity. This suggests that an ideal is stable, but interpretation
isndt. This dissonance between the ¢6ideal 0
i de n tdiidemtiges shaped by the institution and its densasmt adopted iday-to-

daywork that are constructed in response for demands for change.

I n this final analysis there was exploratio
academicT he s e tahemede vae | o pmlerpinned an expanding

awaeness ofvhat it meant to be autonomous within the institutional academic context
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and how these meanings were acquired and develbpad. a phenomenographic
perspective, thesmaybe tentatively thought of as the referential and structural aspects
of experiences of being an academic, though in this chapter this interpretation is only

tentatively suggeste&urther work is required to claim this with confidence

What was clear, however, was that patterns of working knowledge, described in chapter
5, suggeted more than what academaisin their day-to-daywork; they indicated how
academic work is lived and experienced across the different levels of working
knowledge. The exploration of underpinning themes which is the focus of cBapter

offers further invetigation of what it is to be an academic and live the working life at
different levels of understandinghis work connects with current work on academic

identities explored in the literature review

Expanding awareness of agency

As previously discussedcademic8perceptions of their ability to act, to have agency,

was linked to their awareness of themselves as acadexhiase end of the spectrum,
academics experienced little or no agency and did not see themselves as real academics
doing academic wdras they understood it to be, while at the other extreme they
demonstrated strong agency and on the whole their work experiences were largely in

line with what they understood academic life and work to be. This spectrum identified

t hat ac ademnagencyimtheiosotyi@nal €oatext varied and that there was
varying alignment between academicsd vVvision
what academics should do and be. This variation suggested links with parallel studies
indicating that tk realisation of agency and autonomy in academic work is achieved

only by some, and that increasingly in light of major trends influencing academic work

the scope for agency is limited for many academics (for example; Henkel 2005,
Mathieson 2011)

There wee two major sites where agency was negotiated in patterns of working
knowledge and its scope identified. The first focused on the constitution of the
relationship between teaching and research, and the second on the absorption of
administration irday-to-daywork. As discussed above, there was a relationship

between working knowledge of institutional administration and the other domains in
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patterns of working knowledge that influenced the constitution of the relationship
between teaching and research,smps for agency was identified in each pattern

Less complex patterns of working knowledge identified limited scope for agency in

determining how work was conducted. In these, teaching and research were not brought
together inday-to-daywork. Teaching ands administration were undertaken in an ad

hoc way, and research wasn-existenf though seen as something that may be
achievable in the future. Tiei e al 6 was not realised and thi
by disappointment and disillusionment abouhgean academic. This arose from

confusion about what was expected and anxiety about how to meet competing demands

in teaching and research, and these academics clearly experienced limited control over

their dayto-day work

Academics with these patternveorking knowledge did not appear to be able to
negotiate their teaching or research roles so that there was alignment between their
vision for themselves and the institutional vision for teachers and researchers
(Mathieson 2011). Dissonance between thesiens is more likely to arise if

department and institutional cultures do not support academics to understand and
negotiate the competing demands made on them.(fad)demics with less complex
working knowledge had partial knowledge of the institutissrwell as the discipline
supporting their teaching and research practices. Although it is likely that academics
with limited scope for agency would be eaclyreer academicbecause this group of
academics has limited knowledge of organisational normdssauctures (ibid), the

patterns of working knowledge suggest it is the underpinning knowledge structures that
determine the scope of agency. It is possible for example, for academics to be within an
institution for some timgbut still not acquire enotgknowledge of institutional

demands to be able to negotiate how competing demands for teaching and research in

day-to-daywork.

Complex patterns of working knowledge indicate the reverse; that academics are able to
understand and negotiate competing tosbnal demands for teaching and research and
align these with their own visions of themselves. Consonance between these sometimes

competing visions indicated broad scope for agency, and academics with these patterns
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of working knowledge were able to cditiste a relationship between teaching and
research in which working knowledge of institutional administration supported the
alignment of these. This alignment, though sometimes difficult to balance, was achieved
and accompanied by feelings of satisfacaond ease with work. In these patterns for
example, efforts were made to understand, interpret and reconcile their department
cultures with institutional strategies, unlike the academics with less complex working
knowledge. These academics experiencechieg@s aligned to their research (Jenkins
2004). There was consonance between these functions as well as between the
academic8visions of who they were and institutional strategies, indicating that agency
was realised and its scope broad.

Patterns betweeless and more complex working knowledge identified consonance

with institutional strategic initiatives, but dissonance between teaching and research. In
these patternss discussed in the section above, the relationship between teaching and
research wasonstituted to achieve outputs in one of these at the expense of the other,
with the intent of demonstrating performati
interpreted them. Academics with these patterns of working knowledge perceived their
ability to act to achieve their personal goals in relation to either one or the other
functions, but not both so the scope of their work was restricted and agency was
realised within localised department boundaries. Agency was negotiated in relation to
the absorptin of administration imay-to-daywork rather thawia the relationship

between teaching and researas in the patterns above, or in less complex patierns

which neither was understood or negotiated. These academics minimised administration
in theirday-to-daywork to achieve what they believed academics should do and so

perceptions were of agency and control

The varying siten whichagency was negotiated in patterns of working knowledge

drew attention to the acknowledged role of performance antauires in shaping
academic identities in contemporary work (for example, Archer 2008, Henkel 2005,
Smith 2010). The absorption of administration was the focus of negotiation of agency in
Selective working knowledge where administration was minimisedraFragmented

and Procedural working knowledge where management of it was attempted. These

patterns suggest identities that are being directly shaped by these cultures and
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constructed around these functions. For example, Academics with Fragmented and
Procedural working knowledge identify a focus on teaching and administration, while
Selective working knowledge identifies a focus on perfomativity irrespective of

teaching or research

Expanding awareness of development

As reported in chapter 6, there weaganding awareness of sources of information
about how to be an academic in patterns of working knowledge. These ranged from a
focus on individuals in the immediate context to a focus on the discipline and wider
system. Developing as an academic rangedine s e patterns from | ear
in the immediate context of work where information was sought to address issues that
arose in dayto-day practice, to learning from multiple sites where issues arising in day
to-day practice were connected to widenceptual and theoretical frameworks. The
multiple sites for lemning identified in the analysis draw attention to tacit
understandings and practices acquired informally by academics in the institutional
setting that shape how they come to see thensalve understand academic work
(Knight & Trowler 2000,Trowler, 2005, 2007, Thomas et al 2011)

As in the case of perceptionsagfencyabove, this spectrum identified dissonance

between institutional perspectives and how academics saw themselves. Aeross t

spectrum, varying sites for learning about being an academic in the institutional context
identified varying alignment between formal institutional development processes and

informal workbased processes. This variation suggested links with paratiedsthat

i dentify variation in academics0d6 devel opmen
teaching (for example McKenzie 2002, Ho et
2011, Simmons 2011)

Less complex patterns of working knowledge (Fragmented anddematevorking
knowledge) identified a reliance on informal wdrsed learning processes focused on
individuals in the immediate context of work. In these patterns, there was an emphasis
on obtaining information about how to address issues arising ttoetday work, most

of which were related to the administration of teaching. Tacit learning about being an

academic was obtained from contacts in the administration, or from peers who could
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answer questions about teachietpted issues. Information abouttigian academic
was restricted to teaching amdoreover, the administration of teaching, rather than

research and the ways teaching was related to research.

Academics with these patterns of working knowledge, though obtaining information
about what to doni specific instances, did not access information about institutional
requirements beyond these issues and were disconnected from formal developmental
processes. There was dissonance between what counted as knowledge of teaching and
research by the institoh and what was understood by academics in these patterns.
These academics were least likely to participate in, or see the point of, formal

devel opment pr ogr amdowas seands theemmst useful fgr théno. n t
However, despite this orierian to workbased learning, the patterns suggest that this
yields a narrow knowl edgiee fmadbeingarhat does
academic is associated with anxiety and confusion about what is expected. These
patterns suggest that weblased learing approaches to academic development will

entail more attention to the nature of the tacit knowledge acqtitether, they add

support for attention to the relationship between informal and formal aspects of such
programs (Warhurst 2008, Boyd 2010jd¢te 2011).

Complex working knowledge on the other hand identified reconciliation between tacit

he

n

0

knowl edge acquired 6on the jobd and theoret

through formal institutional development processes. Academics with these patterns
working knowledge were likely to participate in and see the value of formal
development activities offered within and beyond the institutBmmsonance between

the institutionds vision of its academics

throughthese processes. This suggests that academics with these patterns of working

knowledge could best take engage in wbdsed learning approaches to development;

these academics are already alerttathée f or dances for | earningéo

workplace Knight 2006, Remmik et al 2011). From this perspective, these academics
are able to link information required to address issues arising itoeiay work with
broader concepts about academic work, and as noted above, the relationship between

teaching andesearch was central to this process of connecting.
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Patterns between less and more complex working knowledge identified a strategic focus
on sources of knowledge about institutional requirements in teaching and research.
Academics with these patterns ofnkimg knowledge were, like those above, likely to

see the value of and participate in institutional development programs. However, unlike
those above, they did not value O6on the job
reconcile tacit knowledge of theganisation with broader theoretical frameworks.

These patterns identified academics with the least likelihood of participating in or
understanding the value weblased learning approaches to development and a

preference for formal development programspecific issues or ideas that could be

applied to practice. On the surface, academics with these patterns appeared to be
enthusiastic about institutional development activities, but their chances of achieving
change in their practice were limited becauisthe focus on specific issues and ideas.

This may go towards understanding why some academics do not achieve change in their
practice, despite participating in development programs (for example, Light et al 2008,
Postareff 2008)

This variation points tthe impact of underpinning knowledge on how development is
positioned by academics and influences being an academic. It suggests that tacit
knowl edge acquired 6on the jobd as well as
formal programs can range fronfaeus on information to a focus on theories and
concepts, and the nature of this knowledge is important in shaping how development is
understood. The patterns identify a corresponding gradation from valuingoasekl

learning at one end of the spectrumough to valuing formal learning in the middle to
valuing both forms at the other end. This correspondence also parallels the gradation in
ways of being an academic and points to the intersection between epistemology and
ontology in academic developmemhough this is not a new idea in discussions about
academic development (see for example B¥lba 2005), it is still unresolved (see for
example, Boyd 2010, Remmick et all 2011, Simmons 2011)

Conclusion

This chaptedealt withthe findings reported inhapters 4, 5 and 6 about the working
knowledge of academics. This discussion followed the order of their analysis: from

chapter4, where a phenomenographic analysis identified the three domains of working
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knowledge and described variation within theseshtapter Swhere the variation in
working knowledge of the domains was the starting point for investigating the
relationships between the domains and brought them back togethertmdiaywork;
and finally, chapter 6, where a thematic analysis of tlaioaships between the

domains identified variation in ways of being an academic with working knowledge.

This discussion traced the identification (chapter 4), positiomimgpters) and

influence of (chapter 6) the working knowledge of institutional iatstration in the
constitution of academicsd working knowl eddg
institutional administration, as distinct from the working knowledge of teaching and the
working knowledge of research, yet related to both, was found toticaldo the

overall definition of working knowledge. It was this domain that influenced how

working knowledge of the other domains was brought togetheh@anghrough this

process, the relationship between teaching and research was understoodtantedons

by academics interviewed in this study. It was also this domain that was influential in

the ways academics saw themselves as academics. Being an academic in the
institutional context was related to the sophistication of understanding in this dafmain
working knowledge and how teaching and research were understood and related to each
other in dayto-day work.

The identification, description and analysis of this domain drew the institutional context

of work into sharp focuds Wo r ki ng a pepdhingacdhesearéh as well ds
OWorking identitiesd were implicated as the
context. This engagement, gauged in the sophistication of working knowledge of

institutional administration, varied according to how thstitution was understood; its
purpose functions and processes. From t his
teaching and research reported in the phenomenographic literature can be read as

experiences of the institution, and approaches to thesgnafl by judgements about

what is possible and whatm®t in the immediate context of work. The importance of

perceptions of factors in the immediate context of work is well articulated in this

literatured especially in relation to teaching, but the identification of this discrete

domain of working knowledge about the institution in this study, suggests a more

nuanced and gl obal knowledge base informing
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their work. From tfs viewpoint, the trend towards administration in academic work is

al so more nuanced, and academicsO0O responses
illuminated. This has been a gap identified in the wider literatures dealing with

academic practice and understang the conditions of contemporary academic work

(Kreber 2101, Sutherland & Taylor 2011)

Whilst it would be tempting to make a claim for the-preinence of the institutional

context in understanding the conditions of contemporary academic work, loasibeof

these findings to do so would be overly simplistic. The analysis identifies that working
knowledge of academic practice is underpinned by more fundamental understandings of
knowl edge or epistemol ogy. From darkmg s posi ti
i d e n tditheiways working knowledge of the domains manifests intoaay

work @ are expressions of epistemological and related ontological stances in practice.

In these, the working knowledge of institutional administration, though influemtia

determining the relationship between teaching and research, reflects the overall level of

sophistication of an academicbés underl ying

This overall level of sophistication identifies a more interesting perspective on the
contextualised nate of academic work and the role of the institution in its

construction. Working knowledge of institutional administration, as the window into
academicsd understandings of the institutiao
for the constitution o& welldeveloped relationship between teaching and research.
Where the overall level of sophistication is low, the relationship is notdseéloped

and working knowledge of institutional administration subsumes working knowledge of
the other domainsvhich reflects partial knowledge of the discipline or field. The

reverse is found where the overall level of sophistication is high and teaching and
research are welklated. In these instances, working knowledge of institutional
administration mediates kmbedge in the other domains, which includes knowledge of
teaching and research in the discipline or field

A comparison of these | evels of sophisticat
subject matter, reported in phenomenographic studies (Mearah2005, Prosser et al

2008), suggests that knowledge of the discipline or field (subject matters) and working
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knowledge of institutional administration mediates the relationship between teaching
and research. Further, this relationship is weilelopéd when both knowledge of
subject matter and the institution are at more complex levels. Where knowledge of
either is out of balance the relationship between teaching and research will be
correspondingly out of balanemd dayto-day practice is dominated/lone or other of

the domains (including institutional administration)

The overall sophistication of underlying epistemologies in working knowledge goes
toward explaining academicsd raeaMe@geonses to d
overall levels are lovand epistemological stances in practice are founded on partial

knowledge of the discipline or field of study and the institution, there is less likelihood

of change informed by understandings about new modes of knowledge and its

production. This is not thease where the levels of sophistication are high. This

indicates that only some academics will be able to respond to demands for change, as
predicted, (Boud & Symes 2000) and observed (Churchman 2006). However the

underlying epistemological stances of kiog knowledge identify likely responses and

tie these to understandings of new and existing modes of knowledge production.

Variation in these understandings, ranging from incomplete knowledge of both modes

to holistic knowledge of both modes and the reftethips between them, provides a

detailed account of the ways practices associated with both mmagexist

simultaneously within one institution (Boud 2000). This account also acknowledges
academi csd0 perceptions of stantirgs abautsvhatis ut i on al
possible, and the decisigthey make in response to these understandings. From a
phenomenographic perspective, variation in approaches to teaching and research are

accounts of multiple practices or epistemological stances

This study also gives access to discussions about academic identities, as the

sophistication of underlying epistemologies in working knowledge is linked to ways of

being an academic. Variation in ways of being an academic suggests that multiple

academic identitiesan be also found within an instituticeflecting the multiple

practices that also exist (Clegg 2008, Kligyte 2011). The nature of this variation
however, is distinguished by thedeenlitbent of
being an academic ilght of perceptions about what is possible within the institutional
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context. This relative di sttlahtowvaryilgs measur ed
degrees, is reconciled with the self. Where the underlying level of sophistication is low
t he oOgvoirkkemti tyd i s removed f-todapwdrkire sel f a
role definitions, whereas if the level is high it is expressed as a projection of personal

values and beliefs.

Referene s t i@ e tofib@ing&@n academic in these ways of bejivgs some

support to the view that academic identities are not being changed beyond recognition

in the face of demands for changed practices, and that they are still formed by reference

to the idea of autonomy (Archer 2008). These ways of reconciling thel e al 6 wi t h t |
realities ofday-to-daywork in the institution suggests that academics are creating

spaces in which to establish and protect their identities as academics (Clegg 2008).

However, these trends appear to be most active where the undepistemologies of

working knowledge are sophisticated and founded on knowledge of theories and

concepts. In these cases, identities reflect conceptual knowledge of being an academic

i n which the 6éideal 8 i s rWherethegareleesd wi t h i ns
sophisticated and founded on understandings of knowledge as information, identities

reflect a lack of reconciliation between the ideal and the self and these are likely to

reflect role descriptors determined by the institution and its requirenidrdse cases

tend to support the view that academics will struggle with institutional demands and

adopt identities they are uncomfortable with (Churchman 2006, Remmik et al 2011,

Simmons 2011, Gale 2011)

From a phenomenographic perspective, the rangkenfities suggested in ways of

being an academic with working knowledge invites speculation about how these relate
to conceptions of, and approaches to, aspects of work such as teaching and research. It
would appear that there are strong parallels betwrpeariences of these phenomena

and working knowledge that underpin these experiences, and less complex experiences
of these appear to be linked to less complex working knowledge andersa The
complexity of working knowledge identifies the complexafyunderpinning

epistemologies and ways of being an academic. This suggests that less complex
experiences of teaching and researcheleged;via less complex working knowledge
underlying epistemologies, to less complex ways of being an acattatioentify
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fragmented identities. The reverse would apply in relation to complex working
knowledgethatcould through this procesbe related to consolidated academic
identities. This set of relationships takes up a hypothesis developed by Light et al
(2008) in which fragmented knowledge is, it is argued, hypothetically related to
fragmented identities. More work would need to beedmnestablish these relationships

more comprehensively.

One particular site for investigation of this hypothesis and the challenges it poses is the
Owatershedd category othatstaeds leetwveen thetwovor ki ng K
extremes identified abovAs noted throughout the discussion, this category of working
knowledge appears to identifyell-developed practices and secure identities, but on

closer examination, it suggests contradictory practices and identities. This category

occupies the same positi between the extremes of the spectrum of experiences of

teaching and research that has attracted discussion in the past (see Samuelowicz & Bain

1991 for example), and may offer more insights into the complexities and contradictions

facing academics in cbemporary universities

Of particular interest is the issue of ontological security for academics; academics with
less complex working knowledge were less secure in who they are and what they do as
academics than others, and those in the Selective wddkowledge category were

secure, but only so far as they understood institutional requirements. This issue appears
for example, to connect to discussions about the focus and nature of the Scholarship of
Teaching and Learning (SOTL) (Kreber 2010), and nmeag means of extending these
understandingsThis intersection between institutional knowledge, practice and identity

would frame further work

In the next chapter | briefly explore further the implications of these findings for the
larger field of higher education researebpecially with reference tbe implications

for academic development. As noted in the literature review this study has potential to
comment on work in a number of stiblds comprising the larger field of higher

education research (Kandlebinder 2011)

Working knowledge of academic practicdidngpfmaprofessional development 200



Chapter 8 Implications for phenomenography and academic development

Chapter 8 Implications for phenomenography and academic
development

| began this thesis with reference to my academic development work at Victoria

University and my conceraboutthe lack of salient and satisfying development in the
professionalives of the academic staff with whom bvk. | explored what it means to

work as an academé@& what it is that academics need to knomva daily basiso play

a scholarly role in a contemporary university. In the closing sectiocisapter2 (the

literature review) | identified the potential thfis study to comment on and contribute to

three suHields in the area of higher education: work, learning and teaching, and

researchA | | are implicated in the concept of oOow
together the ideas of learning, work, knowledge identity. As a phenomenographic

i nvestigation of academicsoO6 working knowl ed
tradition of phenomenographic research with a strong focus on learning and teaching

and through this, academic development. The conceptooking knowledge has

potential to offer a new perspective on learning and teaching, one that supports a

holistic view of academic work and understands that teaching and research and

associated administration are related.

In this final chapter, | discuské possible future for the development of academic staff
in the light of what | have learned through this stadg for my own academic work. |
start with a discussion about phenomenography and how the study contributes to this

research tradition

Phenomenography

Though it was anticipated from the literature review that the topic would pose

challenges in its exploration from a phenomenographic perspective, these were neither
fully appreciated nor encountered funtil a o
working knowledge was attemptdtlwas assumed in embarking on this analysis, that

categories of description would elicit the nexus between learning, knowledge, work and

identity that are at the core of this concptis, as reported ichapter3, wasnot the

case
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The analysis utilised the fwhichdrewnogreceftr om t he
work in phenomenography thatisalso dealing with the simultaneous analysis of

multiple phenomena, most notably, the work of Prosser et al (2008) aantindlk

(2008). Thewor k was adapted to the study so that
knowledge and ways of being were rendered accessible and the links to learning and

work more observable. The approach adopted demonstrates the robustness of these
methoddogical innovations and their adaptability to the analysis of multiple

phenomena.

The studyodés contribution to phenomenography
resulting in descriptions of a mujphenomenal field anadssociate#tnowledge and

waysof being. This combination resulted in descriptions that make the nexus between
knowledge and identity more open to analysis and interpretation. As reported, ways of

being an academic with working knowledge were juxtaposed with ways of knowing that

underpn academic practice. In this juxtaposition, it was possible to identify experiences

of trends that influence the conduct of work in academic practice, and so offer insights
about how these are experienced o6on the grao

acadencs.

The studyodés contribution to phenomenography
connects experiences of trends to causal accounts of trends found in more sodiplogical
basediterature. In the present study, trends influencing academic work iderntifiad

sociological literature were discernible in the working knowledge of academics.

Moreover, variation in working knowledge offered insights into the different wmays

which academics are responding to these trends. Though phenomenographic work has
alwaysbeenlocated within the field of higher education and the trends and issues

influencing the conduct of teaching and research, the approach taken in the present

study makes these connections explicit

An important connection to these trends is in thgsyghenomenographic descriptions
of being an academic with working knowledge engage with discussions about academic
identities. These descriptions, from the perspective of academics, add detail to broad

brush descriptions of academic identities and ilaisthow these trends, in
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combination, manifest in the ways academics see themselves in contemporary work.
This important connection builds on existing phenomenographic work that relates being
a teacher and researcher and academic (Akerlind 2B8B)g anacademic with

working knowledgeagivesaninstitutional contexto theexperiencesf being a teacher

and a researcher. This refines existing descriptions of these experiences and positions
themas more accessible to the broader discussions about trends such as managerialism
and globalismn academic work. Through this methodological approach and topic

perspective, the O0reachdé of phenomenography

Academic development

The study suggests that the idea of ontological and epistemologitainty found at

the most sophisticated levels of working knowledgaybe considered as tlodjectof
academic development practice in the contemporary university, arttiehabrking
knowledge of academic practice should besitisject The links between working

knowledge and academic identity | have identified suggest a strong argument for a
focus on understanding whaduntsas knowledge of teachingesearch and institional
administration within the institutional context, and on understanding how this manifests
in academics at different levels of sophistication. The claimibating knowledge

should be at the core of a new era of academic development comes in réspatise

for a new epistemologically strong and coherent development framework (Peseta 2011),
especially given the fragmentation and diversity in contemporary academic work. What
is critical to defining what aauifjiagsetc dev el

of ideas and concepts (bidhat O6resonate and ha

The ideas and concepts identified in this stsigynfrom recent work about the

changing conditions of knowledge and its production, as well as from thecditical

theories blearning that these works draw on. However, as noted in chapter 3, it is
theories of learning found in phenomenography that underpin the method adopted for
the present study, which accepts that there will be variation in experiences of working
knowledgeand experiences of work learning and being which intersect in the

lives of contemporary academics. The ways academics learn about how to work, and be,

in the institutional cont eX thevariatonic anvassed
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working knowledje pointing to differences whatandhowacademics learn by
engagement with the institutional context

The interplay of context and work, learning and being, is highlighted in the variation of
working knowledge described amapters, 5 and 6. What | pipose to do below is

briefly canvass related concepts and ideas that could be considered in discussions about
the epistemological foundations of the field. These flow from the proposition that

working knowledge as a concept has utility in academic devaoprand that the ideas
flowing from it have resonance in the field because they extend current approaches and

concepts

The i dea of *“working’ approaches to teac
administration

Chapters 6 and 7 i deobnttiof iteeda céhw onrgk,i nrge saepaprrcoha
admi ni stration and 0 vwowaksiofdoghgandbeingthat t i es 6 i n
reflect the realities of working life, not the ways acadendeslise their work or the

idealisedways they see themselves. The study highlights variation in the gap between

what academics see as the oO0ideal 6 of acaden
they actually embody and do in their woflhe greater the gap betwethre ideal and

reality, the greaters the fragmentation of academic practice and identity

Using the idea of working approaches and working identities allows for discussion of

the gap between the ideal and the reality o
on the compromess that academics can and do make. The idea resonates with

di scussions in the phenomenographic | iterat
conception®f learning andeachingrelated phenomena and thapproachedo these

(Prosser and Trigwell 1999, Tuigll and Prosser 2000, Martin et al 2004), as well as

between how thegonceiveandapproachresearch (Prosser et al 2006, Akerlind 2008),

and throws light on the common observation that academic development has low impact
because it is difficult to sustachange in practice after a formal course of study, and

once academics return to wod.(McKenzie 2004, Postereff et al 2008, Light et al

2008)
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The idea of institutional knowledge

The study identifies working knowledge of institutional administraéiswritical to the
constitution of working knowledge of teaching and research and, ultimatelyo-adiay
work. Itsobjectis working in the institutional and broader context, andutgectis
what counts as knowledge in the institutional context. Likekimg knowledge of
teaching and research, it is acquired O6on t
chapter3, academics in the study were ambivalent about the legitimacy of this
knowledged notwithstanding that it was identified either direailyindirectly byall
academics in the study. But as the findings reportetiapterst, 5 and 6 demonstrate,
working knowledge of institutional administratisimportantd whether academics
value it or no® because, | argue, it plays a critical roleniadiating how institutional
requirements for teaching and research are understood and enactetbhulaiay

practice.

The complexity of this domain is important to the relationship between teaching and
research: where it was complex, the domains weralambe, and where it was less
complex, the balance was not achieved. As described in the study, this complexity
mirrors the extent of exposure to institutional discourses influencing how institutional
requirements for teaching and research are conveya@: complex working

knowledge of this domain signalled exposure to multiple institutional sources of
knowledge about what was expected, while less complex working knowledge reflected
limited exposure. This suggests that institutional discourses shapingaoums as
knowledge of teaching and research is an obvious focus for academic development,
with an emphasis on critiquing how teaching and research practices are institutionally
shaped. As this study has shown, institutional shaping is multifacetedising r
awareness of multiple discourses within institutional settings will serve to support

agency and control over what is put into practice

This resonates with calls for more O0spacesa
practices and identities (Areh2008), and acknowledges the need for more strategies to
empower academics to respond to demands for change (cf. Martin 2000, Barnett 2005,
Sutherland & Taylor 2011, Gale 2011). The emphasis on sources of knowledge in the

immediate institutional contexliso suggests a realistic application of the concept of

Working knowledge of academic practice: Implications for professional development 206



Chapter 8 Implications for phenomenography and academic development

6communities of practiced (Lavel991) to the
2000)0 with the concept applied in relation to discourses and interpreted by

i dentifiabl e 6commtiuidnt i esd | ocated in the

The idea of mode 3 learning

What i s advocated is the application of 06a
p247) to academic devel opment. The idea of
that learners are able to make choices athautvorld and how to operate indit that

they are able to take action, especially in response to change. In short, this mode aims to
engage the notion of agency, and the key te
p253)

Arguments forfavouringontology over epistemology are found in the academic

devel opment discourse (for example, Dall 6AlI
away from a focus on skills and techniques (for example, Prosser et al 2005, 2008) can

also be read as part of this widesalission. By drawing attention to the knowledge of
everyday practice as the creation of embodi
findingsemphasse the relationship between ontology and epistemotbgthe

connection between who we are and what we kidws connection, though

acknowledged in the academic development discourse, is underplayed and sometimes
obscured in discussions about a movement away from skills and techniques (for

example, Prosser et al 2005). What is clear from the present studtly fertimaany

academics, ontological securityrista given, and it is a struggle to achieve a sense of

comfort and security in being an academic. Among my informants, the academics most

secure in their identities as academics were those with the most structurally complex

working knowledge, and those wh@ke least secure were those with the least

structurally complex working knowledg®f particular importance to institutions is that

a ¢ a d e aapacitg to confidently understand and respond to demands for change
corresponded wittheir levels of security lout who they were

As noted inchapter2, supporting academics in responding to demands for change is a
strong and unifying theme in the academic development discourse. The connection

made in the present study between working knowledge, ontologicaltgendi
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capacity to respond to change suggests that the conditions of academic work, and the
factors influencing change, ade or should bé also part of the content of academic
development. In examining how academic work is changing, academics campositio
themselves in this landscape and come to understand the diversity of academic practices
and the variety of ways in whichey cansee themselves. This idea resonates with
discussions in the academic development discourse. But what is advocated fagre is th
the focus of this mode of learning is tlvboleof academic world another theme

referred tan discussions about academic development (for example, Brew 1996,

Akerlind 2005, Ahlberg 2008, Mathieson 2011). The notiowarfking knowledge

brings a new pspective and offers opportunities for discussion and informed decision

makingaboutwhat confronts academics in their elayday lives

Conclusion

By connecting to these broader discussions and incorporating concepts and ideas from
other discourses, | ang for the consideration of working knowledge as $hbjectof
academic development afat epistemological certainty and ontological secuaits

object The thesis that emerges from the study
knowledge is defied by their knowledge of the institution and the context of their
academic work, including the institutional context, with the study demonstrating that
working knowledge of the institution is pivotal to working knowledge of academic
practice in which teding and research are daily brought together. My argument is that
by attending to what academigsedto know in order to work, it is possible to develop
their understandings about their practice and their identity. The argument for focusing
on ontology ad epistemology runs parallel to the argument for similar approaches to
student learning for the ZTentury (Barnett 2004, 2005), and creates ways of
connecting what academics are increasingly asked to do to support student learning to
the ways that thethemselves learn. It also creates ways of connecting what academic
developers are asked to do to support academics in the face of demands for new
approaches to helping academics learn.
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In the eight years since the study began, change has continued to characterise work at
Victoria University as it has in other institutions. Of the 20 academics who participated
in the study, five have left thaniversityand academia altogether, and thinege gone

to other institutions

Interestingly, those who left academia altogether were identified with less complex
working knowledge of academic practice and were typically disillusioned with their
experience of academia. One who saw me before her depasid that she was very

sad about leaving but felt that it was too chaotic, she felt unsupported and was
constantly under pressure to get things right. She told me that she thought she would be
sitting in a library reading and discussing interestingasswith other academics when

she took the jold instead, she spent all of her time correcting exam papers and
completing paperwork. She was happy to return to her professional work as a nurse, and
felt that academic work was O6crazy®é

This, I realised inight of the findings of my study, was typicalatademis with
fragmented working knowledge of their practice, fragmented knowledge of the
institutional context of practice and possibly a fragmented academic identity. |
understood that the epistemologioakentation was knowledge as information and thus
practices in teaching and research were shaped by these understandings. The way
forward with this persowould have beeto build awareness of the institutional context
of teaching and research, while atsaouraging her tenga@ with the idea of being an

academic in that context

The departure of the three academit® left for other institutions was not a surprise in
light of the findings: all had high levels of functioning working knowledge of academi
practice. The motivation for leaving for one of these academics typified for me complex
working knowledge. In this case, he was regretful, but the new institution offered
opportunities to extend his reseafthhe was looking forward to working at close
guarters with other researchers in his field as well as working with postgraduate
studentslt was clear that his working knowledge was associated with knowledge of the
discipline as it applied to his teaching and research. | understood from this thdtahe ha
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strong sense of himself as an academic and his knowledge of the domains of teaching
and research was well integrated.

The findings of my study informed the ways | thought about and subsequently

developed my professional practiddese influenced theedign of activities that took a

holistic perspective on academic work and focused on building awareness of being an
academic in the institutional context. These activities in turn enriched my

understandings of academic work from the perspective of acaslerhis led to a

closer examination of working knowledge and the adoption of an analytical framework

not initially conceptualised in the study design. Although this elongated the study, it

resulted in the development of a methodological innovation torlutseribe

academi csd6 working knowl edge. |l presented t

national and three international conferences during the life of the study.

The study continues to influence my professional practice despite having changed work
rolesand focus: the centre | worked in was restructured twice during the period of the

study. Myunderstanding f academi csé working knowl edge,
exists, is now a reference point for my professional practice. My working knowledge as

well as my professional identity has changed during the life of the project, less because

of the structural changes taking place around me in the institutional context and more
because of how the studyés findings have de

and he role that academic development can play

My experience of change in the institutional context is not unusual for academics and
especially academic developers; it is almost a truism that centres for learning and
teaching in higher education institutioss® subject to change and restructuring on a
continual basis. These changes, endemic to the system, seem to signal a major
repositioning of academic development in institutions and the sector as a whole. This

changing landscape suggests the need for tetigrof this field of practice.
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The findings of this study, which reposition the subject and object of academic
development towards holistic considerations of work, suggests that working knowledge
fits this shift.

Rhonda Hallett

April 2012
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