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In times of change there are new questions to ask and new ways to ask them. What does it mean to be an expert teacher? How do acknowledged experts in university teaching account for the development of their teaching expertise? How do they define themselves and their teaching? How are changes in the contemporary university impacting on teacher identities and teaching practices? What research approaches can help us explore these questions? 

Excellence in teaching and learning is currently a focus of much debate in the higher education sector in Australia and worldwide. While the complexity inherent in defining and developing excellence is broadly acknowledged, there is limited understanding of how teaching expertise is developed and transformed in times of change. In this paper I demonstrate how the use of a narrative approach opens up new possibilities for examining the development of teaching expertise, in ways that I argue promote a more complex understanding of the dynamics of teaching and learning in the contemporary university environment. 

Selected findings are presented from a narrative study conducted with award winning university teachers in a range of Australian universities. The purpose of this study was to explore the way university teachers engage in their own developmental process, fashioning and refashioning their identities to meet the challenges of a rapidly changing workplace characterised by a multiplicity of often conflicting demands. The narrative approach used in this study, drawing on life history techniques, enabled a dynamic and multifaceted perspective on teaching expertise to be examined. For this paper three key issues identified in the storying of expertise will be discussed: lifelong learning and re-storying as a way of dealing with change; the relational nature of teaching expertise; and developing teaching expertise as identity work.

In concluding, I discuss the implications for professional development raised by the complex and dynamic nature of teaching expertise and fashioning of teacher identity as explored using a narrative approach.  Adopting this position calls into question the suitability of generalised professional development workshops removed from sites of teaching practices. I argue that in times of complexity and ongoing change, greater attention needs to be given to the central role of reflexivity in developing and maintaining teaching expertise. 

Introduction

Across the higher education sector, both nationally and internationally, the primary importance of excellence in learning and teaching is being recognised…Teaching in higher education is a complex undertaking and defining and achieving excellence in learning reflects that complexity. (Carrick Institute 
2006) 
Excellence in teaching and learning is currently a focus of much debate in the higher education sector in Australia and worldwide. The complexity inherent in defining and achieving excellence means that is timely to ask new questions about the development of university teaching expertise. What does it mean to be an expert teacher? How do acknowledged experts in university teaching account for the development of their teaching expertise? How do they define themselves and their teaching? How are changes in the contemporary university impacting on teacher identities and teaching practices?

The use of a narrative approach opens up new possibilities for examining the development of teaching expertise, in ways that I will argue promote a more complex understanding of the dynamics of teaching and learning in the contemporary university environment. The stories that Australian award winning university teachers tell, illustrate the complex, dynamic and situated nature of the development of teaching expertise, the role of informal learning in teaching sites and the diverse ways in which they engage with change and deal with uncertainty. People convey change though the stories they tell. Tuning into stories of change tells us about who we were, who we are now and who we may be in the future (McAdams, Josselson, Lieblich 2001). 
In looking at the stories university teachers tell in times of change, I will focus on three specific themes: lifelong learning and re-storying as a way of dealing with change; the relational nature of teaching expertise; and developing teaching expertise as identity work. Discussion in these three areas will demonstrate how the use of a narrative approach opens up new spaces to talk about university teaching practices and teacher identities.

Towards a more complex understanding of teaching expertise

My interest in studying teacher expertise from a narrative perspective stemmed from a concern that insufficient regard was being given to social and cultural factors that shape the development of university teaching expertise. The conceptualisation of this study evolved from an initial examination of a diverse range of literature on expertise. Study of expertise, in common with much adult education literature and practice, has traditionally been underpinned by a view of self that is both individualistic and unitary. Experts are generally recognised as displaying outstanding performance with their expertise built on knowledge gained through sustained practice and experience (Tennant and Pogson 1995).  A key to demonstrating expertise is the application of knowledge to specific workplace situations (Kuchinke 1996) with the performance displayed over time rather than being a single achievement in a unique situation (Ericsson and Smith 1991).

In studying expertise with a focus on the individual, the central purpose has been to understand and account for what distinguishes outstanding individuals in a domain from less outstanding individuals in that domain, as well as from people in general (Ericsson and Smith 1991). To this end, qualities of expert performance are represented in contrast to the performance of novices. Development of expertise is seen to be the result of deliberate practice over extended periods of time involving structured learning and effortful adaptation (Ericsson and Charness 1994; Ericsson 2003).

Studies of the acquisition of expertise from this cognitive perspective have relied heavily on the use of experimental design. The focus has been an attempt to describe the critical performance under standardised conditions, to analyse it, and to identify the components of the performance that make it superior (Ericsson and Smith 1991).  Underlying assumptions of this approach are a relatively stable environment, an enduring knowledge base that applied in a range of contexts and an autonomous self. This static view of expertise is not well suited to workplaces characterised by change, complexity and diversity.

Expanding the study of expertise to natural settings has resulted in a broadening of the scope of knowledge that experts are seen to possess. However, while consideration is given to context of application, the focus remains on the individual with limited attention to sociocultural factors contributing to the development of expertise. 

Much of the literature on teacher expertise, influenced strongly by educational psychology, parallels this approach with “good teaching” seen as being developed:

primarily through cognitive structuring of learning experiences in ways that facilitate reflection on theory in relation to experience of practice...The good teacher therefore, is progressive, one who draws from a given range of robust theory and evidence, is aware of tradition and is reflective and self-steering in relation to their own professional development (Nicoll and Harrison 2003:29).

Little attention is given to understanding learning about university teaching as social practice or to considering the challenges to teacher identity accompanying the changing contexts of university teaching. Exploring teachers’ narratives can help us understand how university teachers themselves make meaning of their choices and actions in times of change. Telling our stories we not only try to make meaning of our own actions but also the social processes of which we are a part.

Table 1 outlines how expertise can be viewed quite differently by giving greater emphasis to sociocultural factors and by viewing identity as something that is dynamic, multiple and provisional rather than fixed and unitary.

	Cognitive perspective
	Reconceptualisation

	· Expertise as relatively enduring

· Expertise acquired through deliberate practice over extended periods

· Stable environment allows cumulative learning -10 years approx for expertise

· Structured learning  - involving effortful adaption

· Individual activity

· Focus on what is learnt

· Professional growth

· Autonomous self

· Personal change
	· Expertise as dynamic, fluid, contested

· Expertise developed and sustained though reflexive practice

· Ongoing change necessitating flexibility and learning across lifespan

· Diversity in learning practices – informal learning important

· Activity embedded in social structures and cultural contexts of interpretation

· Focus on how learning takes place

· Professional and personal growth

· Identity fashioned and refashioned

· Personal and social change connected though reflexive process


Table 1: Differing perspectives on developing teaching expertise

Key differences between the reconceptualisation outlined in Table 1 and the cognitive perspective are: a connection between the personal and the social in contrast to a focus on the individual; a dynamic fluid and contested view of expertise rather than a static and enduring one; and a position of identity as multiple, positional and strategic, always under construction rather than a view of self that is autonomous, coherent, and fixed. 
Using a narrative approach to explore university teaching expertise
Narrative inquiry rests on the assumption of the storied nature of human experience (McAdams, Josselson and Lieblich 2001). Personal narratives compose and order life experiences. By being structured and recounted through story form, experiences are accounted for and given meaning and significance (Usher 1997).  Narratives also have the capacity to capture the richness and complexity of life as it is lived.  They are both unique to individuals, in the sense that each tells their own story, yet at the same time culturally located (Edwards 1997).

A narrative approach to the study of expertise means that we can explore not only the meanings that university teacher make of their own actions but also the social processes of which they are a part and how they draw on these in constructing their identity as a university teacher. As Edwards (1997:6) explains: 

An adult educator may tell their own story rooted in their unique autobiographical trajectory, but the narrative is itself sedimented in the wider narratives of adult education, and beyond that, in the wider narratives of the culture and practices in which the adult educator are located.  They live these stories; through them they construct others and are interactively constructed by them, as active, meaningful, knowable subjects acting in meaningful and knowable ways.

In using identity as a frame to examine teaching expertise, I am not presenting a view of self as coherent, unified and fixed, a perspective that has underpinned much adult education literature.  Rather, following Hall (1997), I take the position of identity as multiple, positional and strategic, always under construction.  This postmodern take on identity avoids the concerns raised about theories based on acceptance of individual-society dualism with either a focus on the individual to the exclusion of social and cultural factors or the assumption of a passive individual moulded by external forces (Tennant 1998). The concepts of ‘individual’ and ‘social’ are recast as ‘subject’ and ‘social’ jointly produced through discursive practices.

Identities are thus fashioned in narrative as Edwards (1997:5) highlights:

Through narratives, selves and worlds are simultaneously and interactively made.  The narrator is positioned in relation to events and other selves an identity conferred.  Positioning oneself and being positioned in certain discourses becomes therefore the basis for personal self-identity. 

Because there are numerous available discourses, a number of subject positions are produced.  Given the multiplicity of competing and contradictory discourses, subjectivity is regarded as multiple with individuals and groups having access to a repertoire of socially available positions

While narratives open the possibilities to multiple and shifting selves they can also provide a sense of coherence and unity at the particular point of telling.  In a study of women’s development in the workplace, Fenwick reported, “a common preoccupation of most participants seemed to be seeking a stable, coherent and deeply meaningful self, which they seemed to discern underneath layers of surface turmoil and life choices” (Fenwick 1998:201). Goodson and Sikes (2001) also suggest that the more fragmentary our existence, the more unitary our life stories may become.  However it can be argued, from the modern narrative perspective that autobiographic coherence is an illusion – a tactical manoeuvre that reflects a desire for unity and a response to a social expectation of a representation of coherence (Rosenwald and Ochberg 1992).
This narrative view of identity brings to the fore the social situation of the self.  The narrative structures that we use to organise our life are not of our own making – they are socially embedded and culturally transmitted. Thus the ability for a person to narrate their own life is both limited and enabled by the narrative resources they are able to draw on. Thus, the self remains situated in history and culture and continually open to re-inscription as Hall (1997:4) explains:

Identities are about questions of using the resources of history, language and culture in the process of becoming rather than being: not ‘who we are’ or ‘where we came from’ so much as who we might become, how we have been represented and how that bears on how we might represent ourselves. 

Using identity and narrative provides a way of exploring the development of teaching expertise in dynamic and complex way that suits times of change and uncertainty in contemporary universities. In analysing these narratives the discourses of higher education that narrators draw on to position themselves can also be examined.

Gathering stories of teaching expertise

University teaching, like many professional areas, does not lend itself to objective measures of expertise.  However, social measures of expertise can be employed. While entry to many professions involves meeting particular knowledge requirements, during a career path, identified experts are more likely to have been socially selected.  Social selection means that experts are performing in the role of expert because a large group of people (their constituency) consider them to be an expert (Agnew, Ford and Hayes 1997). 

In this particular study, selection of participants was based on their receipt of an award for teaching excellence either at the institutional level (often named Vice Chancellor’s Teaching Awards) or at the national level (Australian Award for University Teaching).  The Australian Awards for University Teaching, introduced in 1997 by the Federal Government as a way of recognising excellence in university teaching, are currently awarded in six categories.  Five of these are discipline based and are open to individuals and teams. Criteria used to assess applicants include: interest and enthusiasm for teaching and student learning, ability to arouse curiosity and independent learning, command of subject material, appropriate assessment, innovation in design and delivery, student guidance and assistance to students from equity groups and participation in professional activity and research on teaching. Receipt of an award reflects peer and institutional recognition of performance.  The set of structures, processes and practices involved in teaching awards reveal institutionally endorsed discourses of ‘good teaching’ (and hence teaching expertise).

Particular award winners chosen for interviewing were selected with a concern for diversity.  The six participants, three female and three male, were drawn from six disciplines, politics, law, geography, engineering, accounting and psychology in five Australian universities in both metropolitan and regional areas. Two interviews were conducted with each university teacher. In the first interview session, participants were asked to tell the story of their teaching life and did so with limited interviewer prompting.  The second session was more structured than the first but conversation was still very much open ended with respondents giving extended responses to questions.  Key issues that were probed included how they accounted for the development of their teaching expertise and how they understood expertise.  Also of interest were changes in the university workplace and the impact of these changes on teachers and their teaching practices.  Interviews were tape-recorded and transcribed to produce texts for analysis. Participants were given pseudonyms to protect their confidentiality.

Restorying in response to change

Examining the way university teachers’ story the development of their teaching expertise can help us explore how they make sense of their learning experiences across their teaching career and the social and cultural factors that shape and are shaped by their interpretations.  
In times of change the capacity to restory experience may be an essential part of lifelong learning and refashioning expertise. McAdams, Josselson and Lieblich (2001:xvi) describe it in the following way:
The experience of life transition is one that is narratively constructed rather than imposed by social reality. People choose to make changes or they make changes in the experience of their lives in response to external events. Sometimes there is no awareness of a stage of being in transition. At other times, people are unaware of having undergone a time of change until they look back and see that they and their lives have changed inexorably change. They may wonder, “How did I get here?”  Such a questions invokes a need to restory their life – to make sense of the events so that they form a coherent narrative that end in the psychological place where they now find (construct) themselves. 

From this perspective lifelong learning it not so much about a universal experience of accumulating skills and knowledge to adapt to change over lifespan. Rather it is about diverse and situated learning experiences involving social and self questioning and engagement with change, both shaping and being shaped by it. This reflexive project of the self involves the sustaining of coherent, yet continuously revised biographical narratives (Giddens 1991).

Do the stories we tell of our lives determine the quality of our lives? Do we come to live our stories? Bruner (2004: 695) argues that, “we become the autobiographical narratives by which we ‘tell about’ our lives”. He also proposes the concept of “development of autobiography” by which he means, “how our way of telling about ourselves changes, and how these accounts come to take control of our ways of life” (Bruner 2004 p. 695). In times of change and uncertainty, the capacity to re-story our lives would seem to be an essential part of lifelong learning because:
In altering the images and narratives with which we compose the stories of our lives, we may hope to alter the very experiences of those lives as well (Kolodny in Rosenwald and Ochberg 1992:141)
Some teachers imagine new possibilities while others seek to recapture the past. A brief presentation of a range of excerpts from the contrasting stories of Sandra and David (award winning teachers participating in the research study) help to illustrate different capacities to restory a teaching life. Sandra’s story is of particular interest as it is a story that is quite different from the others in the study, yet speaks powerfully to many of the themes that emerge in this study. Her particular circumstances reinforce the need for an alternative perspective on development of expertise to supplement the traditional cognitive view. Sandra’s situation cannot be explained or understood using a cognitive perspective on expertise that views expertise as stable and enduring. 

Sandra has taught for more than ten years in the university sector.  Her story can be seen as a regressive narrative with her evaluation of her teaching, looking back and looking forward, telling only of a declining position. A particular highlight in her teaching life was winning two teaching awards, one individually and one as part of team. However, teaching is no longer something she loves. It is something that has become compromised.

I don’t love it anymore.  I can honestly say that it’s been drained now of all the good things that I loved it for and I’m almost now happy to not do it at all… I don’t feel anymore I can do it and deliver what I believe is a good education.

She positions herself as a defender of educational standards against the decline she associates with the commodification of education. This is a stand she feels she must take against the Government, her university and her students. However, maintaining this position exacts a heavy personal toll.

The pressure is just there all the time to pass them and your life in the misery in carrying out your job as you know you’ve got to.  Some have got to pass, some have got to fail because you know the ones that fail will turn your life into a misery and the university will turn your life into a misery if you fail them and they are the overseas students bring them in a lot of money… I don’t want to do it anymore because I’m not going to just compromise on my standards and just pass these people because the pressure is on to do that.

She speaks nostalgically of her own time studying and her early days teaching, in sharp contrast to the current situation she sees herself enduring. There are no defined crises in her story, rather a debilitating sense of loss on an ongoing basis. Sandra positions herself as an embattled participant in the process, trying vainly to defend ‘good education’ in the face of difficult circumstances. She feels that her reputation as a good teacher is threatened by what she sees as the commodification of education and she feels powerless to do anything about the situation. She feels betrayed by the institution and whole education system that stymies her capacity to utilize her expertise.

So it’s going to bring down my good name.  I feel compromised, I feel my good background in teaching and my desire to keep that is totally compromised and they are conditions beyond my control

Sandra seems unwilling or unable to imagine new stories about her teaching life or negotiate new relationships with her students. She is also disillusioned by what she sees as student’s lack of interest in learning and wants to go back the good old days, like when she was a student, when students wanted to learn.

Now the problem is these students are not going to learn, they’re not going to want to learn.  I know what they want, they want me pulling it out and giving it to them and telling them what’s on the exam.  I’m not going to do that, so.  I don’t want it.  Unless you change the structure and give me the real students to work with, who I would be delighted to work with.  People who want to learn and learning to me is they’ve got to do some work.

She does not see it as part of her responsibility to adapt her teaching to accommodate the increasingly diverse needs of students now attending university. In fact, she does not even acknowledge her current students as “real” students. This is a problem that has been ‘thrown at her’ because students have been turned into consumers 
And that’s not because I think badly of the students, but I don’t see they are really students in the old sense that we think of a student.  Students need to relearn what it is to be a student.

David’s story, by contrast, demonstrates a shift in the way students are positioned in his teaching story.  This shift reflects the changing profile of students attending university.

The key thing seems to be the ability to reflect, and on what works and what doesn’t and to learn.  So again that’s a matter of learning from your students so to be monitoring what they’re getting out of courses and to have the means to learn from them, how to improve a course.  

Change, for David, is an everyday part of his teaching practice that is embraced rather than something to be resisted

I guess what I mean struck me is that you know you need to always be adaptive because things are always changing. So you can’t actually sort of teach the same thing the same way each year.  Cause your students aren’t the same. I mean previously I said I couldn’t think of changes but I’m sort of conscious of you know students suggesting different ways of doing things and taking that on board, it works, works well. I guess technology’s changed the most so you know use the web or email.  

David has also has concerns about students’ level of commitment to their university work and their degree of preparation for class. 

The majority of them are working up to 20 hours a week and so are under stress and they are playing games to get through the minimum amount of work and the maximum number of marks.  It’s an equation that most of them can do and if you’re not forcing them out of their comfort zone a bit, most of them can play that game.

Peer learning, where students can learn as much from each other as from him, is central in his teaching practice. Given this, unprepared students present an untenable situation.  He responds by mandating an ‘entry ticket’ to tutorials which he believes is rewarded by an interactive and engaging tutorial experience.

I want them to be engaged and excited in their learning, and again, I find most people respond to that.  Some of the people might drop out of the course fairly early on when I make it clear that in my courses … you have to be prepared, you can’t get away with not being prepared for tutorials and a vast majority of students have said that’s one the best parts of the course, is how interactive and engaging and full of learning the tutorials are because there’s no-one free-loading on them…It’s only a very minor innovation just to make sure that everyone has some kind of entry ticket as a preparation but to me it’s probably one of the most significant things in the tutorials in my courses.

While David is prepared to take tough action where necessary to ensure that students fully engage in his courses, he empathises with the pressures current university students face,

Everything is being condensed and there are a lot of forces on the students.  Some of it is perhaps self-inflicted… Some people have more expensive lifestyles… They can’t afford not to have a mobile phone, and obviously go out clubbing … Most of it I think is this generation of change in terms of economics pressures and lack of support the current government gives students.

It is apparent in the excerpts from this stories that much of the discussion about teaching revolves around relationships with students. Teacher self and teaching expertise are not only bought to the classroom, they are created in the classroom (or teaching space) and can often involve negotiation.
Relational nature of teaching expertise

The stories told by these teachers support my call for a greater emphasis on the dynamic and relational aspects of university teaching.  There is nothing new in the suggestion that good teachers understand the need for caring relationships with their students.  Work such as (Noddings 1984) speak to central role of care in teaching. However, given the changes that have taken place in universities, discourses of care and excellence compete with discourses of enterprise, efficiency and quality assurance.

While the teacher-student relationship is still central in university teaching, university teachers have other ‘masters’ to serve. With intensification of work, time pressures and multiple agendas, university teachers are constantly attempting to balance competing demands. While there is no escape from the work of recording achievement, it provides little pleasure for teachers. The rewards from teaching, both intellectual and emotional, predominately come from relationships with students.  It is the strength of these bonds that sustain and reenergise teachers.  John describes his experiences as a teacher in the following way,

Things that standout, I guess the feeling - probably the reaction is happiness and fun, you know, it’s been an enormously and positively enriching experience for me… I guess what stands out … is teaching gives you the unique opportunity to meet lots of people and I’d like to think that I was at least helpful in getting people to learn and to appreciate that they can learn from each other. John
When relationships break down, so do the opportunities for meaningful student learning. Tensions between Sandra and her students about what it means to be a teacher are an ongoing source of conflict.
I’m just in a filtered form of teaching all the time and then this expectation I’m going to spoon feed them is putting pressure on me all the time...I can’t have a good relationship with students anymore because they’re in a state of anger because I’m trying to encourage them to do some work but (they are) clearly not into coming here to do some work. 

Instead of being partners in a learning relationship, they are positioned as exchange partners in a commercial transaction. With students seeing themselves as consumers, Sandra talks of change in power relations between students and teachers.

They just want the short cut.  And they think we’re being paid to do the work for them…They say I’m the customer, you do it well for me and that’s what I’m paying for; and well to them its handing it all to them in their lap.

When the teachers in this study talked of change in universities it was often through the prism of their relationships with students. Frequently, their concern was developing strategies that would contribute to maintaining a positive relationship with students in spite of outside pressures. For Joy, this meant creating an ‘illusion of intimacy’ 

So over the years I’ve taught thousands (laughter)…Probably the biggest thing for me was how do I keep the attention of most people most of the time particularly when you’ve got a range of class sizes and make it, give them the illusion of intimacy. In other words, to make sure that everybody feels as through I’m talking directly to them about their worlds. So a key for me has always been know as much about my student as possible as well as know as much about the subject as possible so that I can make those things meet. Joy
In times of massification, performance strategies take on much greater importance and can play a significant role in helping foster and maintain relationships.

I have been rather surprised that I’ve been sitting at some graduations where somebody’s gotten up and thanked me for something that I did in their first year or something like that… I can see that the illusion of intimacy is there whereas obviously I do not remember the names of 900 people at a time. Joy
While mastery of subject knowledge, is still an important foundation of teaching expertise, it must be supplemented by a teacher’s capacity to be reflexive and to manage both the self and the social encounters in which teaching and learning take place. In times of change discussion of teachers and teaching practices need beyond adapting and responding to ‘situations’ to a more complex view that focuses on how teachers handle the multiple frames of understanding, action and identity that Barnett (2000) argues are increasingly a feature of professional life.

Developing teaching expertise as identity work
In undertaking this study I was interested in how particular university teachers construct their identity as experts through narratives of the development of their teaching expertise. Viewing development of teaching expertise as identity work helps in understanding teaching expertise in more complex ways because:

The concept of identity serves as a pivot between the social and the individual, so that each can be talked about in terms of the other.  It avoids a simplistic individual-social dichotomy without doing away with the distinction.  The resulting perspective …does justice to the lived experience of identity whilst recognizing its social character – it is the social, the cultural, the historical with a human face.” (Wenger 1998:145)
When we tell stories about our life we perform our preferred identities (Langellier 2001 in Riessman 2002). University teachers have the capacity to fashion and refashion their identity over time. Malcolm and Zukas (2001) describe it in the following way:
'Becoming an educator' is actually a process of realising that there is no fixed, external 'pedagogic identity' into which novice teachers must try to fit themselves... Pedagogic identity is not a secret formula to be learned, or a ready-made garment in which we can clothe ourselves. It is the product of a process of identity construction, undertaken in the contexts of 'knowledge-work' and overlapping forms of community membership
A range of positionings were identified in the teacher stories in this study – Carolyn the caring teacher, John the coach, Joy the empowering teacher who wants the expert voice to be taken from her and Sandra the protector of academic standards. While these positions are persistent through each of the narratives they are just one of a number of positions that each of these teachers adopt. John, for example, sees himself as a leader, a risk taker and a change agent as well as a coach.  This apparent multiplicity supports the claim of the diversity and plurality in teacher identities and the capacity of narrative is represent this complexity. Notably absent in the range of positionings above is that of the subject expert. Being a subject expert was taken as a given. It was essential to have this to be considered an expert but it was not seen as sufficient in itself.

An important part of identity construction is positioning in relation to others. While identities may be defined by the self, they are the product of interaction between the self and others. As Gergen and Gergen (1993:41) suggest, “There is an important sense in which the very meaning of an individual’s actions from moment to moment is derived from the manner in which they are imbedded in ongoing relationships.  This importance of relationships with students was demonstrated in the previous section. In time of change and competing demands student and teacher identities are subject to negotiation. 

Teacher identity is also constructed by reference to other teachers as indicated in Joy’s passage below,

I think that for many teachers it’s easier not to be involved with students, you know, like to just sort of steep yourself in your tradition and to say that failing students actually means that you’ve got some standards and that this is the way we want something to be and if you don’t fit that...  I see a lot of that …Especially now that we’re all very, very busy.  Your know it’s sort of like putting up some boundaries and saying you’ve got to cross this -otherwise.  I’ve never been like that.  I don’t think I ever will, you know.  I always try and look at remedies for things

Joy highlights the tensions that occur when university teachers are very busy.  She suggests that ‘others’ position themselves as protectors of standards because that is easier to do than find the time to deal with students with difficulties

Finally, in examining the way in which university teachers construct their identities we can look at the social and cultural resources that they draw on to narrate their stories. Experience represented in narrative may seem personal, but is anything but merely personal (Smith and Watson 2001). The university teachers in this study have given the accounts of their teaching life at a particular point in history. The accounts of their actions, relationships and feelings made at these particular moments of time are retrospective and delivered in terms of different contexts from which they were originally enacted. As social actors they make sense of their lives in terms of how events are understood at particular moments in time, that is, through particular discursive arrangements. Effectively, present discourses, narratives and texts constitute the backdrop to any exploration of the past (Scott 2000). 

We need to examine the discourses that these teachers have drawn on in the telling of their stories because:

A discourse affects how people view themselves, each other, their own experience, and their possible choices. It frames life in a particular way. (Fenwick 2001:9)
Traditionally the discourse of caring has been very much a part of teacher identity even if it has had to compete with preoccupations with transmission of high level knowledge, and discovery/production of new knowledge. With intensification of workloads, there is increasingly tensions between ‘caring teachers’ and ‘productive  academics’.

While on one hand, university teachers position themselves in terms of caring and excellence; they are exposed to competing discourses of both efficiency and quality assurance. Joy talks of the conflicts and ways of working through these, either by resisting university efficiencies (quite possibly at some personal cost) or by developing new teaching strategies in some form of compromise. 

So I’m not a good teacher when it comes to how teaching is regulated.  I really do think, I just prefer to take the time and I also think that a lot of the teaching is in mirroring back. Joy
Practising what I preach which is often at variance to the university policy.  So the University will be saying actually if you could do a two hour lecture and one hour tut that would really help out with accommodation and with you know casual staff and all sorts of things you know and so I was interested not only in what the ideal situation is but also like if I am going to have large classes how do I make those effective. Joy
Looking beyond the individual we can see “how sociological, political and institutional forces shape and reshape the emotional landscapes of teaching for good or ill, in different ways under different conditions” (Hargreaves 1998:836).
Implications for professional development

In this paper I have attempted to illustrate the complex and dynamic nature of teaching expertise and the work involved in making and re-making teacher identity. Adopting this position calls into question the suitability of generalised professional development workshops removed from sites of teaching practices. In times where university teachers are confronted with ongoing change and challenges in their workplace, teaching sites need to be given greater acknowledgement as sites of professional development and institutional support

In the current ‘audit’ environment, regular attendance at professional workshops is a key indicator of ‘quality’ academic performance (McWilliam 2002).  However, while these workshops may have a place, they can only ever be part of support for the development of teaching expertise.  Boud (1999) argues that formal approaches to academic development need to be more fully situated in sites of academic practice.  

To conclude, I suggest a number of ways in which greater attention can be focused on academic development at sites of practice.  These include: fostering a progression from reflection to reflexivity, utilising the complementary roles of central and localised programs, providing safe spaces to have conversations about teaching and experiment with new ways of teaching; and supporting guided learning and collaboration. 

Developing reflexivity plays a central role in developing teaching expertise. To be reflexive is to have an ongoing conversation about experience while simultaneously living in it, scrutinising “what I know” and “how I know it” (Hertz 1997). Reflexivity forces us to come to terms with why we have chosen a particular course of action, how we engage with our students and the implications of bringing and enacting our own biographies in a classroom setting.  University teachers need to go beyond simply adapting to change – they need to engage with change and understand how they see themselves as a teacher and how others attempt to position them.  The capacity for reflexivity – self and social questioning- is part of negotiating a trajectory through the insecurities and risks associated with change (Edwards, Ranson and Strain 2002). 

Centralised academic programs can assist in helping university teachers develop and sustain a reflexive approach to their teaching. These programs can challenge the taken-for-grantedness of local ways of operating and provide ideas and language that help teacher examine their practice. Work at the local level can foster wider participation and ensure that new initiatives are embedded in changing work pattern of departments. Local programs can also assist in opening up safe spaces to have conversations about teaching and share experiences about experimentation within new teaching practices. Finally greater attention can be given to supporting guided learning and collaboration as part of everyday practice. 

We are currently confronted with a paradox in academic development. In times when flexibility is being exhorted, there is the threat of a narrowing of identity options for academics as powerful and prescriptive imperatives emerge to satisfy the demands for accountability in universities. The findings of this narrative study demonstrate the importance of recognising and respecting diversity in understandings of teaching practice.  They also reinforce the call for support to be given and space created for the development of teaching expertise at sites of academic practice. 
References
Agnew, N. M., Ford, K. M. and Hayes, P. J. (1997)‎ Expertise in context: Personally constructed, socially selected and reality relevant? In P. J. Feltovich, K. M. Ford and R. R. Hoffman. eds. Expertise in context. AAAI Press/The MIT Press, Cambridge, MA, 219-244.

Barnett, R. (2000)‎ Working knowledge. In J. Garrick and C. Rhodes. eds. Research and knowledge at work: Perspectives, case-studies and innovative strategies. Routledge,  London, 15-31.

Boud, D. (1999)‎ Situating academic development in professional work: Using peer learning. International Journal of Academic Development, 4:1, 3-10.

Edwards, R. (1997)‎ Changing places? Flexibility, lifelong learning and a learning society. Routledge, London.

Edwards, R., Ranson, S. and Strain, M. (2002)‎ Reflexivity: Towards a theory of lifelong learning. International  Journal of Lifelong Education, 21:6, 525-536.

Ericsson, K. (2003)‎ The search for general abilities and basic capacities: Theoretical implications from the modifiability and complexity of mechanisms mediating expert performance. In R. Sternberg and E. Grigorenko. eds. The psychology of abilities, competencies, and expertise. Cambridge University Press,  Cambridge, 93-125.

Ericsson, K. A. and Charness, N. (1994)‎ Expert performance: Its structure and acquisition. American Psychologist,  49:8, 725-747.

Ericsson, K. A. and Smith, J. (1991)‎ Prospects and limits of the empirical study of expertise: An introduction. In K. A. Ericsson and J. Smith. eds. Toward a general theory of expertise: Prospects and limits. Cambridge University Press,  Cambridge, 1-38.

Fenwick, T. (1998)‎ Women composing selves, seeking authenticity: A study of women's development in the workplace. International Journal of Lifelong Education,  17:3, 199-217.

Fenwick, T. (2001) Tides of change: New themes and questions in workplace learning. New Directions for Adult and Continuing Education, 92: Winter, 3-17.

Gergen, K. and Gergen, M. (1993)‎ Narrative and the self as relationship. In K. Gergen. eds. Refiguring self and psychology. Dartmouth Publishing Co, Dartmouth, 201-240.

Giddens, A. (1991) Modernity and self-identity. Stanford University Press, Stanford, CA.

Goodson, I. F. and Sikes, P. (2001)‎ Life history research in educational settings: Learning from lives. Open University Press, Buckingham.

Hall, S. (1997)‎ Introduction: Who needs identity. In S. Hall and P. du Gay. eds. Questions of cultural identity. Sage Publications, London, 1-17.

Hertz, R. (1997) Introduction: Reflexivity and Voice in R. Hertz ed. Reflexivity and Voice. Sage Publications, Thousand Oaks: CA, vii-vxiii.

Kuchinke, K. P. (1996)‎ Experts and expertise: The status of the research literature on superior performance. Proceedings of the Academy of Human Resource Development (AHRD)‎ Conference, Minneapolis, 11-18.

McWilliam, E. (2002)‎ Against professional development. Educational Philosophy and Theory, 34:3, 280-299.

Nicoll, K. and Harrison, R. (2003)‎ Constructing the good teacher in higher education: the discursive work of standards. Studies in Continuing Education, 25:1, 23-35.

Rosenwald, G. and Ochberg, R. (1992)‎ Storied lives: The cultural politics of self understanding. Yale University Press, New Haven.

Scott, D. (2000) Realism and educational research. Routledge/Falmer, London.

Smith, S. and Watson, J. (2001) Reading autobiography. University of Minnesota Press, Minneapolis.

Tennant, M. (1998)‎ Adult education as a technology of the self. International Journal of Lifelong Education, 17:6, 364-376.

Tennant, M. and Pogson, P. (1995)‎ Learning and change in the adult years: A developmental perspective. Jossey-Bass, San Francisco.

Usher, R., Bryant, I. and Johnson, R. (1997)‎ Adult education and the postmodern challenge. Routledge, London.

� The Carrick Institute was launched by the Australian Government in 2004 to provide a national focus for the enhancement of learning and teaching in Australian higher education








