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Abstract

The professional learning of academics for the teaching function inherently is a change imperative
and it has becoman important enterprise in the delivering of high quality student learning within
the changing higher education landscape. The influence of context on the decision making of
academics about becoming involved in the process of professional learningfingesas

explored in this study in order to inform the practice of professional learning practitioners.

The landscape of higher education has changed extensively across the world over the past few
decades. In South Africa, these changes have been titteofaaternational changes as well as

national imperatives and associated institutional policies. The changes include larger student
numbers; a higher level of state intervention; a discourse of performativity and managerialism; and
the marketizatiorof knowledge. Within this new landscape, academics have been confronted with a
number of old, and some new issues concerning how they view their roles, set their allegiances, and
identify with their work.

Being a university lecturer, however, is but onehef toles of the acadeniica role which is not
necessarily highly valued and for which most are not adequately prepared. Professional learning, as
the continuous learning of professionals, is usually the ambit of institutional centres for teaching

and leaning and the practitioners of professional learning employed in these centres. At
Stellenbosch University (SU), the Centre for Teaching and Learning (CTL) was established in

2003. As professional learning practitioners at SU, we have constantly beetingfiecour work,

and this PhD, funded by the NRF, forms part of this reflection.

Il n this study, the concept of O&éprofessional I
academics and is an interlinked and sequential #teage process similar the three phases of
decision making. The concept of O6contexto6 is
daily reality of the academic as biiyContext. The daily reality of the academic emerges at the
intersection of the professional and p&@aspheres of the lifevorld through the interplay of
various personal and professional considerat.

tradeoff between alternatives with an opportunity cost attached to such a choice.

The case study digm implemented in this research made use of qualitative and quantitative data
gathered from permanently employed members of the academic staff at the institution in an attempt
to determine the influence of context on the decision making of lecturerarfaigmating in

professional learning for teaching. The findings of the research indicate that intrinsic motivation is
important for decision making and the emerging individual context is mostly experienced as a

constraint to the decision to participatehe process of professional learning for teaching. Creating
i



an enabling environment where care for the wellbeing of academics is evident would raise the level
of intrinsic motivation and could indeed be a wise step in the pursuit of reaching institgbalsal

and aims in relation to the teaching function and high quality student learning.

Although the findings of this study is specific to Stellenbosch University as a research intensive
higher education institution, it could also contribute to the growody of knowledge in the field
of the professional learning of academics, as well as inform other professional learning practitioners

within higher education.



Opsomming

Professionele | eer van akademi ci vgsimisiatrefteh | e on
dit het 'n belangrike aspek in die lewering van hoé gehalte studerteélearn e 6 n ver ander
onderwyslandskapgeword. In hierdie studie word die invloed van kontekskgdemici se

besluitneming om betrokke te ralakdie proses vaprofessionele leer vir onderrig ondersoek, ten

einde die werksaamhede van professionelegestisyns toe te lig.

Die hoér onderwy$andskap het oatdie afgelope paar dekades wéreldwyd aansienlik verander. In
Suid-Afrika hethierdie veranderingeasgewlg vaninternasionale verandering easionale
imperatiewe en verwante institusionele beleplaasgevindHierdie veranderingeehelsgroter

studentegetall e, n hozxzr v praskasiendi@bestutr@radies i ngr y
bemarking varkennis. Binne hierdie nuwe landskap word akademici gekonfrontedrastetande
ennuwe kwessies rakende hulle siening van hulledielbouvanvertrouensverwantskapes hoe

hulle met hukiewerk identifiseer

Om 'n universiteitsdosent te wees is egtear een van die rolle van die akademikus rol wa nie
noodwendig hoog geagord nie en waarvoor die meeste nie voldoende voorbisreie.
Professionele leer, as die voortgesette leer van professionele persone, is gewoonlik die
verantwoordelikheid an institusionele sentrums vir onderrig en leer en die professionele leer
praktisyns in diens van hierdie sentrumg Sentrum vir Onderrig en Leer (SOL) adia
Universiteit Stellenbosch (US) is in 2003 gestig. As professionel@tagtisyns aan die USlink
ons voortdurend na oor ons werk en hieidiRFbefonds$e doktorale studieorm deel van hierdie
nadenke.

Die konsep 6professionele |l eerd word in hierd
gedefinieeren is'n onderlingverbinde en sekweride driefase proses soortgelyk aan die drie fases
van besluitneming. 6Konteksbdbas konsep word ge
alledaagse leefwéreld van die akademikus kulmineer as die@Giomiteks. Die daaglikse realiteit

van die akdemikus kom na vore by die kruising van die professionele en persoonlike sfere van die
leefwéreld deur die wisselwerking van verskeie persoonlike en professionele oorwegings van albei
hierdie sfere. Die konsep van 'besluitheming’ word gedefinieer aswleegpan alternatiewe met

on gel eentheidskoste verbonde aan so 'n keuse

'n Gevallestudientwerp is vir lerdie navorsindgenut. Beide narratiewe emmeriese data wat
van permanent aangestelde akademiese personeellede tstellmqversamel iss géoruiki n 6 n
poging om die invloed van konteks op die besluitheming van dosente vir deelname aan

professionele leer vir onderrig te bepdik bevindinge van die navorsing dui daarop dat



intrinsieke motivering belangrik is vir besluithneming en diatkoneks wat by die instelling na

vore kom meestal ervaar word as beperkend tot die besluit om aan die proses van professionele leer
vir onderrig deel te ne dmwelsihivanakademig opwia nartdraa o m
behoort die vlak vamtrinsieke motiveringte verhoog emsou inderdaad 'n wyse besluit wees ter
ondersteuning van gestelde institusionele doelwitte met betrekking tot die onderrigfunksie en hoé

gehalte studenteleer.

Alhoewel die bevindings van die studie spesifiglUniversiteitStellenbosclhas 'n
navorsingsintensiewe hoérondenmgellingbetrekking hetkan dit ook bydra tdtennisop die
gebied van professionele leer van akadesmdielangrikenligting verskaf aan ander professionele

leempraktisyns in hoér onderwys.
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Chapter 1

Orientation to the study

1.1 Introduction

At the turn of the century, Barné®000)regarded higher education as a phenomenon operating in a
Asupempl exo worl d, poi nt i rgofhigbereducatienrware uncertamh i c
and essentially unknowBrew, 2006) In the midst bongoing debates about the purposes of

higher educatioiGroccia, 201Q)public universities are stillkpected to address national needs;

deliver research results; produce graduates with the knowledge, skills and attitudes to take on social
challenges and responsibilities; as well as being at the forefront of the rapidly changing and
competitive global envonment( Gumport, 2000; Hargreaves, 2000
Crawford, 2010)Higher education institutions have to adhere to tegpectations while

simultaneously having to deal with fewer resources, changing student demographics, and demands
and calls for increased accountabili§loete, Maassen, Fehnel, Moja, Perold & Gibbon, 2004;

Eddy & Garza Mitchell, 2011 )as well as calls for academic rene\fick & Kapp,2009:257)

Although it is incumbent on higher education institutions to meet these stated expectations, it is the
individuals employed within these institutions who have to ensure they are indeed accomplished. As
Dill (1999:139)xplains, it is the individuals that will collectively take the institution forward.
Withinanyinsttit i on of hi gher education, these O0indi:
such institutions. Academic staff members are appointed to do research, teach students and provide
service in some or other form within universities and they are thus atnire of these

expectationgFrick & Kapp, 2009:256)The teaching function, however, carries the brunt of this
responsibility which is mainly due to the public nature and interest in its réSaitaseather, 2002;
Marincovich, 2006)but universitylec ur er s, at the same ti me, cons
| e gJshiiston, 1998; Hargrees, 2000; Cloetet al, 2004; Frick & Kapp, 2009; Ginns, Kitay &

Prosser, 2010; Bexley, James & Arkoudis, 20Atording to Hutchings, Huber and Golde

(2006) being a lecturer in higher education nowadays requires a new and larger set of abilities and
skills. Teaching mordiverse groups of students also requires a deeper knowledge of pedagogy than
beforel t t heref ore seems evi (Brew 2004t5pfadadedipsyiof essi o

required to strengthen their agency in dealing with the multiple challenges they face.

The process of professional learning for academics as teachers is to the benefit of the individual
academic, the stients, as well as the employing institution. It is suggest@®yAn dr ea and

Gosling (2005})hat any attempt by a university to improve its teaching should therefore be
1



embedded in some forof institutional system. Unfortunately, participation in developmental
opportunities that become available for university lecturers to grow and develop is often
unsatisfactory. What lecturers learn from such opportunities often is also not implefiartedn

& Cilliers, 2008) Knowledge about the influence of context on the decision making of lecturers

regarding participation in such professabfearning opportunities therefore becomes important.

Research into professional learning for teaching at higher education institutions is a relatively
young and thinly spread area of study when compared to the available body of knowledge focusing
on theprofessional learning of school teachers. Evidence of this is the number of journals dedicated
to the professional learning of school teachers versus that of academics at higher education
institutions. In line with the suggestion of other auti{@&stwistle, Skinner, Entwistle & Orr, 2000;

Kane, Sandretto & Heath, 2002; Viskovic, 2008)s study also drew from literature on the

professional learning of school teachers.

Practitioners of professional learning are urged by Grq@€ia0)to become more responsive to the
changing profiles and needs of academics and students, as well as to ¢jiegchature of

academic workife realities. According to Knight2006:35) relatively little is known about the
environments that favour professional learning for teaching and J201i2:1)states that the

influence ofeveryda | i f e on human | earning is fAa strang
informing professional learning practitioners about the influences playing a role in the process of
professional learning of academics for their teaching function thus is needestutlyisittempted

to contribute to the current body of research on the professional learning of academics for teaching
at a researcintensive university and is an attempt to inform the practices of professional learning

in this regard.

1.2 Motivation for the study

The process of professional learning for teaching comprises a complex endeavour influenced by
many challengeOne of the challenges often faced by professional learning practitioners in higher
education institutions, is that academics are eepkio teach, but often have neither gained much
teaching experience nor a teaching qualificafihnston, 1998; Smith, 2001; Donald, Maria,
Efendiev & Tukhfatullin, 2005; Cilliers & Herman, 2010) Thi s oO6under quali fie
(2002) inToews & Yazedjian, 200 r f eel i ng of i f (Allam §PO96ivi) at t he
might lead to a situation in which academics feetgluipped for the challenges of teaching in

higher education and student learning might not be optimal. This, in turn, might lead to lower levels
of motivation; unsatisfactgrperformance appraisals; and lower job satisfaction, potentially

resulting in high staff turnovéKnight & Trowler, 1999; Bland, Seaquist, Pacala & Finstad, 2002)

2



Guskey(1986)notes that professional learning for teaching does not always lead tgedhahe

teaching practices of academics. He attributes this to the possibility that professional learning
practitioners sometimes fail to take into account the factors which motivate lecturers to engage in
professional learning, as well as the ways byctvithanges in practices usually occnowler,

Fanghanel and Wareham (20@#g0 point out the unreasonable expectation of assuming that

courses on teaamy in higher education, usually focused on individual academics, could bring about
fundamental changes to the teaching practices and values and attitudes associated with teaching and

learning within institutions and even faculties and departments.

A nation a | research project entitled &6The I nterpl
influences on the professional development of academics as lecturers in higher education in South
Africad was undertaken bet we ethe NationhlResaancd 201 3.
Foundation (NRF) in the country involved 18 researchers from eight different South African
universities. The point of departure of this national study was that institutional contexts influence

the participation of lecturers in proféssal learning opportunities. The project investigated the
influence of structure, culture and agei@dycher, 2000pn the uptake of opportunities for

professional learning of academics in thearct@ing roles. This investigation was given further

impetus by a call for the enhancement of both the effectiveness of student learning as measured by
throughput and the quality of gradua(8sott, Yeld & Hendry, 2007)The processes inled in

the NRF project are discussed in greater detail in the chapter dealing with the research methodology

for this study as this PhD study formed part of the NRF umbrella project.

A finding from the institutional audit done by the Higher Education iu@bmmittee (HEQC) at
Stellenbosch University (SUyas thathere has always been substantial provision of formal
professional learning opportunities for academics to enhance their teachi(ldEQIE€, D07). As
professional learning practitioner, | have been involved in the professional learning of university
lecturers for 21 years, the last 16 years of which at Stellenbosch University. During this time my
colleagues and | have facilitated a wide raofevents aimed at enhancing the quality of teaching
and learning at SU. Despite adopting a critically reflective approach to ourMamkSchalkwyk,
Cilliers, Adendorff, Cattell & Herman, 2013@nd regularly receiving positive feedback from
participants, we remain unsure of the impact of these interventions and their potential for effecting

real change i n | edQCillers &Hesntan, 20 chi ng practi ces

Different approaches towards formal professional learning have been adopted by the Centre for
Teaching ad Learning (CTL) at Stellenbosch University and its predecessoiztd(Centre for
University Education) through the years. These approaches were implemented with varying levels
of success in terms of uptake, but in most cases the uptake was low. Aneeghsyeh low uptake

3



is the participation in the official SU short
the Stellenbosch University assessment po(R05:6)t h at i [ a ] tee Uhiversity expedtd 5 ,
all newly appointed academic staff to take th
the Centre for Teaching and Learning as a con
According to the CTL annual repoKiSentre for Teaching and Learnirf)04, 2005, 2008, 2009)
however, this expectation has not been enforced by the university and out of a possible 478 newly
appointed academics, only 274 individuals attended certain components of the short course while a
mere 31 received a certificateatftendance for participating in all four components of the short

course. No lecturer has as yet received a certificate of competence for which an assessment

portfolio is required.

This low uptake of formal professional learning opportunities and thetamtg regarding the

application of what was learned has been a concern for professional learning practitioners at the
CTL for a number of years. Possible reasons for this were often discussed and solutions suggested.
Unfortunately these solutions weretadways based on research involving the academic voice
(Crawford, 2010)but often were rather based on anecdotal evidence from discussions and
consultations with individuals or groups of lecturers. As professional learning practitioners in the
CTL at SU, my colleagues and | have to undertakearch in our professional field in order to

inform our practice. No learning takes place in a vacuum and therefore an understanding of the
influence of context in the decisignaking process of professional learning of academics for their
teaching, agvident in a research intensive university in South Africa, is important for professional
learning practitioners within such an institution. Facilitators of professional learning are urged by
Knight, Tait and Yorke (2006:321) reflect upon andtsdy the reasons why lecturers choose to
6stay in touchdé, and which contexts would sup

Motivated by our care for the lecturers at the university, two limited research projects were
previously undertaken. The one focused @ithpact of formal professional learning for teaching
(Cilliers & Herman, 2010and the other on the factors ena@land hindering the application of

what was learned during such formal professional learning opportui@ilésrs & Herman, 2013)

Both these projects involved newly appothtecademics only and gave impetus to this PhD study,
as they pointed to the need for conducting similar research in order to elicit the perceptions of the
process of formal professional learning for the teaching function from permanently employed
academicstaff members at SU.

The daily reality of academics at a resedrtknsive university is a complex space influenced by
various considerations which, in turn, influence their decisions about professional learning for
teaching(Van Schalkwyk, Leibowitz, Herman & Farmer, 201B)s important for professional

4



learning practitionerto be aware of and take cognisance of such influences on lecturer decision
making. In line with the suggestion by Bull@015:11)such knowledge may help them to

understand the daily reality of the academic staff and to pay attention to these aspects when
planning, advertising and facilitating formal professional learning opportunities. Understanding
these contexts and their influences may thus be beneficial to the developmental practices of
professional learning practitioners. With this as background, the problem leading to this research is
the focus of the next section.

1.3 Description of the problem

It is widely acknowledged that student success is a key quality indicator for institutions of higher
education. Good teaching, in turn, is one of the myriad factors playing a role in student success
(Manathunga, 2014put acaderas often are offered little or no support to prepare them to teach
well (Viskovic, 2009:15)n the changing higher education landscape. Participation in professional
learning activities is therefore an important concern for academics within the complex higher
education environment, but individual academics regularly need to take decisions about if and how

they will allocate their available time and energy to this endeavour.

There are many competing considerations at play when members of the academic staffakave t
decisions about whether or not to participate in professional learning opportunities for teaching. The
interplay between these considerations creates a unique context for individual academics. The
notion of O6context 6 h asdhdsbeemthedoeus of mangpravious var i o
studi es. For the purpose of this study, conte
experienced by each individual academic (see Section 1.7.1 and Chapter 4). Literature in the field of
professionallar ni ng seems to | ack studies that | ink

6deci sion makingé and o6context as daily real.

The problem that gave rise to this study is a complex one. The face of higher education in South
Africa has changed and lectns sometimes are inadequately prepared to take on the resulting
challenges in their teaching. Professional learning practitioners are responsible for creating
professional learning opportunities for lecturers in order to support them in the endearaureo

high quality student learning. Experience has shown that the uptake of such opportunities is not
always satisfactory and sometimes what has been learned during these opportunities is not

i mpl ement ed. Under st andi ng hbiradecisiandoapdricipetednsadd ¢ o n
implement what has been learned, would contribute to the body of knowledge on professional
learning. It would also aid professional learning practitioners in understanding how to render more

relevant professional learmjrservices and opportunities to the SU academic community.



1.4 Aim of the study

The aim of this study was to determine the influence of context on the decision making of lecturers
for participating in the process of professional learning for teachingeakarch intensive

university. In this case, Stellenbosch University was chosen as the institutional context to find out
why academics participate or decline to participate in formal professional learning opportunities for
their teachingrole. Thestudya o ai med t o deter mine which cons
individual context influence implementation of or failure to implement what they learned from

participating in professional learning opportunities.

Findings from this study could potentiallyegshsome light on why and how academics decide to
participate in formal professional learning opportunities and thus possibly add to the body of
knowledge on professional learning in the field of higher education in South Africa. It was also
anticipated thethe findings might highlight the current academic professional learning conditions
at Stellenbosch University and would thus present the institution, as well as professional learning
practitioners like myself, with pointers towards enhancing conditimnddcision making of

academics for participating in the process of professional learning for their teaching function.
The research question that evolved from the problem described above thus was:

How, if at all, do contextual factors influence the decisnaking of academics for becoming

involved in the process of professional learning for teaching at a res@éamafsive university?
Two subsidiary questions arose from this research question:

1. Which considerations may contribute to individual acadetniccd e ci si on maki ng
participation in the process of professional learning for teaching at Stellenbosch
University?

2. How can the decision making of academics regarding participation in the process of

professional learning for teaching be better emabat Stellenbosch University?

1.5 Research approach

The study was conducted within the context of a resaatehsive university. The decision making

of lecturers to participate, or decline to participate, in the process of professional learning for the
teaching function at a reseastiensive university thus formed the unit of analysis for this study.

The study followed a multidirectional and iterative approach, based within an interpretative
knowledge paradigm to assist towards a better understanding | ect ur er sé deci si

participation in the process of professional learning. These results formed the basis for informing an



improved understanding of the decision making process concerned with professional learning

opportunities.

1.6 Research design

A detailed discussion of the research methodology for this study is provided in Chapter 5. What
follows below is a brief overview of the research design and methodology. In answering important
guestions pertaining to decision making about inewient in the process of professional learning

for teaching at a researafitensive university, an exploratory case study design within higher
education as a field of study and research was implemgitakie, 1995:2455uch a design was
considered most appropriate as the study focused-degth exploration of interactions,

relationships and processes at one institution within difeand natural settinfDenscombe,

2007; Cohen, Maoh & Morrison, 2011)As allowed for by case study designs, this research drew
its evidence from multiple sourcéStake, 1995; Henning, Van Rensburg & Smit, 2004; Yin, 2009;
Cohenet al, 2011)in order to benefit from multiple perspectives related to the instialticase.

1.6.1 Methods of generating data

The research was executed in phases during which quantitative (humerical) and qualitative
(narrative) data were generated. Phase one entailed an anonymous electronic questionnaire at SU to
which 238 (25%) permreent academic staff members responded. The questionnaire generated both
numerical and narrative data. During phase two, additional informratlbmarrative data were

generated via followp semistructured interviews with a group of purposefully seletgetlirers

at the institution. The phases of generating data are explained in more detail in Chapter 5.

1.6.2 Data analysis

In Phase 1 of the study the quantitative data generated by the questionnaire administered to all
permanently employed academicfstd SU were analysed by using descriptive statistics. All
interviews conducted in Phase 2 of the study were electronically recorded and transcribed.
Transcriptions were subjected to thematic content andlysiss & Huberman, 1994; Saldanha,
2013)according to emerging and pdetermined themes. The open comments and motivations

which were given as responses to the items on the open questionnaire were thematically coded and
categorised. @hsequently, a table of overarching themes was develmsstl orthe analytic

framework by Smith and Fletchg2001:8083). This framework considetsow manyrespondents

hold a view andhe intensity othese viewgthe weight), how powerful the viesaareand to what

degreeall the information is pointing in the same direction of evidence.



1.7 Preliminary definition of terms

The title of this study points towards five Kk
6professional | earningé, Odatadsmves uas vieect o1y
concepts, and their meaning in this study, will be explored in depth in the chapters that follow and
therefore only brief explanations and working definitioressgiwen here. The normative framework

of 6cared wildl al so be touched upon in this ¢

1.7.1 Context

The concept of O6contextdéd has been the focus o
ways(Leibowitz, Bozalek, Van Schalkwyk & Winberg, 2014ccording to John§001:39)

context O6is everythingd and in order to under
understanding of the interaction between individuals and their daily ré&étge & Luckmann,

1966) According to Polany(1962) as quoted b¢arlgren and Lindblad (1991g¢ontext is an
Aindividual constructo which means its develo
specific considerationdessmer & Richey, 1997) Cont ext woul d t herefore
individual encounters a sitwuation, including
interpretation of a situation that results in contéXessmer & Richey, 1997:128)his emerging

context could either act as an enabler or as a constraint to the progesfessgional learning.

According to Tessmer and Richéy997:85) context i s a fApervasive a
|l earning evento anwgdoiftfastarsompheéxi nmedi € or
(p. 88). It is this 6émedley of factorsé and i
the focus of this study. In drawing on the work of Alfred Sciiu@54)and Schutz and Thomas
Luckmann(1973) the sociecultural theoretical underpinnings as describeddbgier, Shariq and

Vendelo (2001p f f er val uabl e insights abvoutAdgiEhet c on c e
al., 2001:129)

Applying the social existence lens suggeste@pmpka (2008:3p thelife-world, turns the

focus to what really happens in this compl ex
dynamics of actions produce the real, experie
that the input of the individualgant and the situation emerge as one context. For the purposes of

this study, context is defined asiadividual phenomenon emerging within the daily reality of an
individual as a result of the interpretation of a situation created by the interplaysaferations

from the personal and professional spheres of thevitiéd of the individualThis concept is

explored in greater depth in Chapter 4.



1.7.2 Decision making

Essentially & humans are decisionmakefsl | our acti ons f aosn sydde cau sel
resuls of a decisior(Saaty, 2008:83)Decision making only becomes relevant when there are

choices to be made and the best alternative has to be séteaaty 2008)Such weighing of

alternatives is done by comparing and evaluating the possibilities according to specific criteria to
arrive at the most suitable option. Such a process is a complex one, considéhigeration on

various considerations that usually implies traffs (Gati & Asher, 2001)

Decision making as a concept in this study is paralleled with the deansikimg process of

individuals for their career choices. Earlier it was suggested by Hodkinson and §p»8ekes80)

that research in this field could shed light on issues of structure, agency and choice which, in turn,
are aspects of importance to this stulllyy decision involving a choice between two or more

options has an opportunity cost or outcome expectation. At a regetachive institution where

research is inherently valued more than teaching, the decision to become involved in the process of
professionblearning for teaching will therefore have a significant opportunity cost for research and

the possible regard and reward following from that.

The individual 6s choice and ultimate deci sion
learning for taching will be influenced by the daily reality (context) as described above. The

concept of decision making as it becomes relevant in this study is explored in more depth in

Chapter 4.

1.7.3 Professional learning (PL)

Professional | ehee naed for groféssionals éofcontineedearairsg agithiey practice
and advance (Jaohnstorh298rl) cTehree enrossd on of O&éprofessio
with my own understanding of #Athe numerous ac
learning of academicsinpesto mpul sory, tert i @mew 20045)FHrithgher ed
purpose of this study | thus chose to use the term professional learning when referring to

opportunites for academic/educational/faculty/staff/professional development.

The ultimate aim of professional learning is to bring about change in the teaching practices and
behaviour of academics for the improvement of the quality of student learning. Theffocus
professional learning therefore mainly lies with the development of teaching and assessment
practices of higher education lecturers for quality student learning to takeBéatiey, 1998;
Elvidge, Fraser, Land, Mason & Matthew, 2004; Cilliers & Herman, 200 work of

professional |l earning practitioner(keibowitz, t o f ac
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Van der Merwe, Van Schalkwyk, Herm&nYoung, 20090 good &6 wuni versity | ec
devel opment of effective educational practice
does not take place in a single event, but rather is the end point of a complex system of choices,
influences, environments and fact{@pfer & Pedder, 2011:378)

For the purposes of this study, professional learning is seen as a complex procetssgeontisee

phases which Grossman and SéP#xl1)c a | | b etfhoer eo, during and afterd
phases emmmpasses various considerations and situations influencing the decision making of
lecturers. When referring to the process mff@ssional learning in this study, it would comprise all

three phases of the process. These phases in the process of professional learning, and what is at play

during each phase, are discussed in Chapter 4.

1.7.4 Academics as lecturers

The academic stafhembers employed at universities are appointed with the responsibility to fulfil

a research, teaching and service (@leews & Yazedjian, 2007 Academics in higher education
institutions are further expected to act out
abreast of the latest developments in the field, maintaining the standards of integrity and being
assessed t (fFrclo&ukapp, 2p08:2572258) Achieving this level of scholarship in all

three roles is more or less impossible for any individual academic. Teaching has historically been a
private enterprise but with a public interest and it therefore often carribsuthieof the public
responsibility for any higher education institutigrairweather, 2002; Marincovich, 2006)
Furthermore, teaching is an emotional endea{idargreaves, 1998and lecturers as human

beings also have their owadlings and emotior(drigwell, 2012) Support for academics in

fulfilling their teaching role, particularly with a view to enhancing the quality of such teaching, thus

is crucial.

As professionals, academics have to function both withaim #pecific discipline and within an
educational contexFrick & Kapp, 2009) According toCrawford (2010:192)professionalism in
academia is positioned somewhere between fAski
e n g a g e Begaard, Yerloop and Vermunt (2000:750erpret professionalism of academics as
being derived from Acombinations of the ways
pedagogical experts and di dactical expertso and these p
identities neffect their efficacy and profess
to cope with educational change and to implement innovations in their ouniteacg pr act i c e
753).
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The terminology used in the literature when referring to lecturers in higher education could be
confusing and may include any of the following: faculty, academics, lecturers, teachers, scholars or
educators. Often, the main taditleese individuals also is a reason for confusion as it is referred to

as lecturing, teaching, educating, facilitating the learning of students or creating learning
opportunities for students. For thearpurhp ewhen
referring to an individual who facilitates undergraduate student learning in a higher education
environment. The term 6academicd, on the othe
the teaching function as well as the profession&listaf these individuals, both of which are

important aspects of the identity of being an acadeGtiepter 2 of this study elaborates on these

concepts.

1.7.5 Research-intensive university

On the basis of their main foci, universities may often be labeakeresearcimtensive or teaching
intensive universities. Th@&roup of Eight (2013:43tates that some universitiae labelleds
researckintensive universities because of fipgoportion of theit ot a | r edevotedrtac e s €
researcland related activitigs Measuring these resea activities often leads to the construction

of comparative league tables such as the Times Higher Education and QS Rankings. Such an
emphasis on Oresearch as excellenced often re

hiring of leading sholars and researchers.

The ambit of researeimtensive universities is often related to conducting discovery research;
applying innovative solutions to reaforld challenges; and educating and training the next

generation of researchgiBhe Research Uwersities Consortium, 2012Pn their webpagehe

League of European Research Universities (LERU) in Europe however define themselves according
to theirfivalues of highguality teaching within an environment of internationally competitive

research (LERU, n.d.)

An important aspect for this study is highlighted by GQreup of Eight (2013:6n their statement
thataresearch nt ensi ve wuni versity s heamhgdeqliresresearche nt r e
di scovery an dFucherimdre, ressdréhtensive universities. should motivate their
students through the provision of stimulating
motivated educators in a setting permeddig the creation of new knowledge and the application of
rigorous debateo, as t hese nulatnglearning eaveonment! | ad
(ibid.:8).

Reference to a researattensive university in this study implies an institutiorh@fher education
where the allocation of resources for and the stature of undergraduate teaching are in general lower
11



than for that of research. The researtdinsive university as one of the concepts in this study is

discussed in greater detail in Chafe

1.7.6 An ethic of care

The idea of 6cared might not always be relate
institutions(Barnes, 2012; Costandius, 201&gcording to Trontq1993)and Buller(2015) it is

important for manageis recognise the dominant and crucial role of care for human flourishing.

All humans have feelings and emotions and academicStlteree ar e not i ntell ec
and fAsoci ol ogi Kaight &Tomowlar,t2000:40)Tkedvayome fegl often influences

and determines the way we think and act. All humamieg and decision making are therefore

also linked to feelings, emotioasid will to learn(llleris, 2007)

If an institution therefore wants to ensure high quality student learning, various authors, including
Murray and Macdonal{L997)and Rowland and Bartqi994) stress that the teaching and
learning function, as well as professional learning of lecturers for their teaching, should be taken

seriously through placing it at the core and committing the necessary and required resources.

We are reminded by Bozalek, McMillan, Marshall, November, Daniels and Syly28ief)about

the importance of understanding and meeting the particular needs of lecturers through an
understanding of their actual situations and lives. An ethos of care as guiding principle in this
research i s defdanrderarss 6darmak i mge dsh ofrontoft her s a:
1993)Thi s is in contrast to 6taking careb6 of is

The notion of care is funer explored in Chapter 4.

1.8 Positioning myself as researcher within this study

As indicated earlier in this chapter (see Section 1.3), | am a practitiesearcher and am aware

that the values and practices of educational research are shaped lojebsiqmal values, beliefs,
practices and experiences of the individual educational reseé&ikes & Goodson, 2003;

Guillemin & Gillam, 2004; Henningt al, 2004) This is particularly true when existing

knowledge, insight and practical wisdom are used to explain what has been encountered in the data
(Nixon, Walker & Clough, 2003:99; Sikes & Goodson, 2003:43; Heneirad, 2004) The choice

of research design, methodol ogy and theoretic

values and, in turn, help to shape them.

Asinsiderresealcer t he @i n e s matpstviolthinessoktipe eesedreheratawing
conclusionsn asobjectivemanner as possible and to conclude only those things that can be

justified by the data while beingpen tocriticism and scrutip of peersis of utmost importance
12



(Pring, 2003:56; Williams, 2009Furthermore the trust that is built between the researcher and the
researched on the basis of which information is given and intelligence deimesifo avillingness

to expose oneseliThe advantages of being an insider researcher are underlined by Haraling
(2004:6)who state that this background of the researcher enhances the probabiléit a At hi c
descriptiono of the data can be given. Such a

empirical content, but also interprets the data, because meaning is not carried only by factual data.

In this research | have thus tried to be baltfective and critical while analysing and reporting the
data. This position is described by Mullind®€99:3¥)as si mul t aneously being

outsider, both [of these] or neither [of thes

1.9 Ethical clearance

In line with the ethical requirements of Stellenbosch University, ethical clearance was obtained
from the Research Ethics Committee for Hanaad Social Sciences and institutional permission
was obtained from the Division for Institutional Research and Planning before the research
commenced. All participation was voluntary and lecturers responding to the questionnaire had to
indicate their cosent for participation and for the data to be used for research purposes. All

interviewees also signed an informed consent form before the start of interviews.

1.10 Structure of the study

This chapter has provided a brief orientation to the study. Chaplescribes the study context in

terms of its international and national positioning in higher education, while Chapter 3 gives an
overview of SU as researdhitensive institution and the site of research. Chapter 4 explores the key
concepts and joins tbeetical perspectives together in a conceptual framework. Chapter 5 describes
the research methodology, followed by Chapters 6 and 7 in which the data and findings of the
research are reported and discussed. The findings of the study are discussecemS8CRarally,

Chapter 9 draws on all the previous chapters by providing some conclusions and implications of the

study.
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Chapter 2

The higher education context

2.1 Introduction

The purpose of this studyasto investigatehow the specific individual contexts afademic staff
members at a researattensive universitynayinfluence the decisions they take about their
participation in the process of professional learning for their teaching function. The study thus
aimedat understanding the influence of their indival contexts on their decision to participate in
formal professional learning opportuniti@s well as their subsequent implementation of what was
learned. Such an understanding could be valuable to inform the psadtprefessional learning
practitioners at researahtensive universities andaybe helpfultowards improvedinderstanding

of how such contexts are perceived and what their influences may be.

As pointed out by((20D5 teaching ana leang withiGGan snstifutiory aralso
influenced by phenomena from outside ith&itution. The research setting for this study therefore
includes the broader international and national higher education cowtgatiser withthe more

immediate context of Stellenbosch University asareseamtht ensi ve i nstitution
spiral 6 (see Fi andsmeltaroudyinfofms therspecificanation ofccdntext

enquired into irthis study. This chapter therefdaeuseson a description of both the international

and national higher education contexts as it infornsgtidy | then turn tca discussion of
researckintensive universitieandanexploration othec onc e pt o fo r6 aécbaedi enngi casnb

academi cd

2.2 Higher education internationally

During the ninetiesf the previous centurhigher education throughotte world was but one of

the societal sectors that went through considerable chgtadesdly. All these global changes led to
theGuperc o mp | e xréferradaa bi\Bdrnett (2000, 2009and in which higher educatidrad

been operatingnd still has to operaténcreased complexity also points toexa of increased

external pressurd®ill, 1999:127)in which the purposeof higher educatiohave beemebated

and essentiallgtill areunknown(Nixon, 1996; Bew, 2006; Le Grange, 2009; Giroux, 2013;
McKenna, 2013)While the debate on the purposes of higher education as either a social institution
or an industry, or perhaps both, is ongoing mostipwniversities are expectéd produceresearch
andgraduate with appropriat&nowledge, skills and attitudes to take on broader social challenges
and responsibilitiefHargreaves, 2000; Crawford, 201Bljgher education institutions are also

expectedo addressational needsas well ago contribute at the cutting edge of ttapidly
14



changing and competitive global environmesniversities simultaneouslyave to deal with fewer
resourceschanging student demograph{®8ebster & Mosoetsa, 2001Jemands and calls for
increased accountabyfi(Dill, 1999:128; Eddy & Garza Mitchell, 201,13nd academic renewal
(Frick & Kapp, 2009:257; Palmer, Zajonc & Scribner, 2010; Altbach, 2013; Chan, Brown &
Ludlow, 2014) All of these are creatingéan e o |6staius qudolcusing on efficiency and
effectivenesgNixon, 1996) These expectations have resulted in an unfortunate situation where
academics across the globe are desgaitheir work situation using@iscourse that points at
excessivavorkloads, administrate burdens, low salaries and less autondiWebster & Mosoetsa,
2001; Delanty, 2008:127)

During the past few decades, thertgalar relationship betwedngher educabn institutions,

societyand governmerttas changed significantly and higher education institutions internationally

have become more prone to performative and managerialist measurebavéaigobecome

increasingly performaneand markedriven in natire, which has changed the playing field for
academicgGumport, 2000; Cloetet al, 2004; McDavell, 2004; Olssen & Peters, 2005; Reddy,

Le Grange & Fataar, 2010; Giroux, 201Bhese changes in the triangular relations$laipe
resulted in academics sometimes feeling that
insecurity as their placesf wor k are not run by o6fell ow acad
a sens®f community and trust withithe universityCloeteet al, 2004:145; Webster & Mosoetsa,

2001) This Ocorporati stadd etntbe ro f wihti g hietrs efdaitctae n
accountability a@ekbstgr&absodisg, 2001L1Bawesin al sénsemadietive

university and academic departmembknownand sometimes alienatiqpdaces to many academics
wherecollegiality andcare for others in a sense becamevalued(McDowell, 2004:146)As

expressed bBarnett (2000:100 h e 6 u n isgimplydbecome aterfomsomea nd mot i s f

|l onger standing for anything of substancebo

Furthermore, this new macro context within which academics have to function is one that is in
constant flux and the wuni v e (Dslanty, 008 E&esfprding me a
to outside pressures, compared to previousiygaiclosed structu&raak, 2000) For some,

these new structurgmgether with the discourses of efficiency and effectiverresgeserved to
undermineprofessional judgement and academic autonomyt@ddcouragehe independent

critique that universities used to believasitheir a i s o n(Badléy,e2008248283; Cloetest

al., 2004:8) Scholarship i®ftenperceivedaslessvaluedthanthe attraction of funding, high

student numhs and good undergraduate pass r@ker, 2008). This sometimeteadsto higher

education institutions, historically the birthplace of new knowledge and innoyatencaught in a

paradoxal space of being resistant to chaAggravatingthe situatioris the experience dfigher
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education institutions asfamiliar placegor academicsbecause athe discourses of quality

control, excellencéBarnett, 20009939 nd O pr oducti ond whigher aducaterc a me

and which are pushing more towards t (Bal 6 mar ke
2003; Miller, 2008:111)Universities also seem &iruggle with measuring the quality of teaching

in this O0mar ket(Trehto,i20l8md setnwd ermotn nfeeneadback as a

satisfactiond becomes the nor m.

2.2.1 The missions, purposes and aims of higher education

institutions

According to the Organisation for Economic Cooperation and Develod@&@D, 2008) higher
education has at least four main missions: firsklgadvancemerf human capital through
teaching secondlythe constructiomf knowledgethrough researctthirdly, the disseminatioand
useof knowledge through interactipand fourthly the maintenance of knowledge through inter
generational stoge and transmissiqiBitzer & Wilkinson, 2009:369)

On the purposes of univétiss as institutions, the network of vichancellors in Australi@Group
of Eight, 2013:8prgues that:

[tlhe purpose and role of a university is not to produce students equipped to move into a particular
job or type of job; it is to prepare students to live in a complex and uniaigldievorld inwhich

they will need to respond to situations, challenges and opportunities which we cannot forecast, and
take advantage of them; and produce graduates who are flexible, resilient and have the self

confidence mcessary to take responsibilfty their own actions.

They further state that a prequisite for this purpose and role to be enacted is the willingness to

learn to value specific ways of thougland an open and humane attitude. In agreement with the
Group of Eight, Badley2003b)andCloeteet al (2004)voicetheir concern that globalisation has

serious implications forigher educationtogether with the demands from industry and

governments to prepare students for the workplat®f these are demandgahile higher
education should in fact be fiserv[ing] the kn
who are invgorated with a desire to serve their communities, to bring healing and benefit to our

planet and to restablish a concern for human val@Badley, 2003b:487)

In the March 2013 edition of the South African CounciHigher Education (CHE) publication,
Kagisang Graham(2013:13)explains the three roles of higher education in stating that it is
expected of cambine] iesintliedtual eesearchdor its own sakegerch], the
supply and transfer of useful knowledge for the benefit of society as a whole [community

interaction], and the provision of an undergraduate education that will enrich the lives of the
16



individuals who undergo [teachingp. Earlier, Brew(2007:70)commented that higher education
needstbe open t o c hceeatigesolutions .t eTrhmess eo fs ofil uttheons sho
figeneration and acquisition of new kinds of knowled@eid.) and to innovative thinkingvhich

shoud inform alternative ways of teaching and learning in suppicthe needs of students in the
contemporary worldSuch renewal should alk® accompanied bgpnovativeteaching spaces, new
thinking about knowledgereationand rovel waysof engaging students.oBd and Falchikov

(2006 urge that higher education should equip students to continue witbrigdearning after

they have left the academy. The production of learning as a main function of higher education is
also emphasised by Barr and Td§§95:13)andElvidgeet al (2004:19) According tovarious

authors, includingohnstor{1998)andHénardand Rosevear@012:7) teaching has at its focus the
learning of students while research has at its focus the professional learning of academics which,
according to Brew and Boyd995:261)and Nixon(2003) means that both teachingdaresearch

have a concern for learningll these voices point towards the expectation of lecturers to be the
purveyors of 0 giotwrd points mwacds thenngportarite of dguipping lecturers
through their engagement in professional leegrior teaching.

There isaneverpresentension between the research and teaching functiotisresearch
overshadowing teaching when determining the academic status afriogtitution andan

individual academicAlthough teaching and research ttachally arethe main functions of all
universitiegBarnett, 1997:146}he tension between the two functions is an international trend.
Evident of this, according to Grahg®013:10) is the fact that academics first and forenarst

hired by higher education institutions for their reskdnstory andheir contribution to the
undergraduate curriculum is only determined thereafter. Bathett(2000)andBrew (2001)are
guoted by Badley2003a:485ps arguing for the university to embrace wider criteria for research in
orde t o move awa gondtrainechservamof theglobaligedeaonoiiny ando move

back to where the impact gfobalisationc a n cdn#énuoiislycritiqued.

Badley(2003b:484)however, perceives higher education as being in a crisis in both the research

and teaching arenas. Research, according to B&I&Bb) has increasingly become commercially
driven leading to incredible competition. In continuing his critique, Ba{®)03b:485argues

that if higher education research is in a crisis, then the crisis for higher educationgaaauen

worse. The first of treecrises facing teaching is the fact that teaching is often regarded by research
intensiveuni ver siti es as -bieas ts eaccotnidvairtyy 6o ra nsde cao nfdl o wi
transmitting what has been discovered by re$g@na.). The second crisis in teaching that Badley
(2003b:48%486)d escri bes i1is the fact thaal Nngpiesagygogi en

c a | Ffaepddagogiasinvolving lecturerstudent engagement, agiwing way to the saalled
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flean pedagogieégpresenting antent to large groups of students in large lecture halls or online,

which seek transmission of market]| e vant ¢ ont eandrexi®cudiculb.e adi ng

The following quote from Park€R005:151152)juxtaposing the prevailingulture of
performativity in higher educatiafBarnett, 1997ith that of a real stage performance, might i

the first part serve as a summary of the current state of higher edugatiomsecond part some

might say it hints back to a nostalgic past, but it certainly also touches on the important purpose of

institutions ofhigher education as being placesandlearningpr meaning makings the most
important outcome:

The university is currently a place governed by performance. As researchers, teachers and

administrator s, our performance is measured

sident sé6 performances and also by our own §é.

di scourse were that of a different kind of

from its modern connot at i on mentlpaessibiitieqichgrent im ae

performance culture: é [where] character is
intellectual and other display? What might

an arena where all participa in their different ays join in deep meaningaking?

t

o

ag

B

per
aga
f o
t he

Taylor (2008:39pddstothis6 d eep makmnhbymthat i ng that A[l ] earni

research, and t o CanangfloinaSouth Africath perspectdatagani c e . 0

(2009)states thaan irstitution of higher education should concern itself with knowledge, training
of professionals and educating people. If we as academics, administrators, researchers,
professionals and students at higher education institutions could succeed in turning®bafk

to learning, in the broad sense of its meaning, as one of the main purposes of higher education, it

might just be possible to ensuhatthe duniversityof the futuredwill fulfil its role in society. A
final word on this issue comes frohime Milenium Declaration(2001)as quoted by The Group of
8 (2013:5) stipulating that the univettsi should stand for more than data and information or
knowledge and standardst should rather

re-affirm its existence omtegrity [ag the requirement, excellengaq the standard, rationalifyag
the means, communifiag the context, civilityjag the attitude, opennegag the relationshipand
responsibilityjaq the obligation.

Whether and how this ideal could possibly be operationalised in resatenbive higher education
institutions is a question that might be answered in the nextsedien discussing the concept of

researckintensive universities.
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2.3 The concept of research-intensive higher education

institutions

Researchntensive, researetiriven, researcled, researclo r i ent ed, the fAscient
(Barnett, 2011:21) t h e-c i e 5 b d (Altbach, @004pirt yt he Afl agshi po wu
(Douglass, 2014:7gre terms used in the literature when referring to prestigious institutions with

high research outps, a culture of excellence, good facilities and being listed on one or more world
ranking systeméDouglass, 2014). We are further reminded by Barng@011:27)that a research
university stands for certain interests #fA[w]h
research university refers to an institution of higher education where the focus is mainly on the

hard, physical sciences. According to Dougl@8s4), i f | agshi p universitieso

term to use as it implies a reseanstensive institution but with wideecognisedjoals.

The ViceChancellors of eight Australian Universities, The Group of Eigafi3:4) on the other

hand, makes the point that countries often refer to some universities as raseasiie

universities becawesof the grcentag®f their resourceallocatedo researctthey list three

important characteristics of these reseantbnsive universities, namely that of #eent volume

and excellencef their research (8). The Researchnilersities Futures @hsortium,consisting of

25 researclintensive universities in the USA, relates the challenges of resedecisive

uni versities to their dability to conduct di s
and tomorrowds partoeb laennds ,t raanidn ttoh ee dnugdheé gener at

Research Universities Consortium, 2012:17)

In the LhitedKingdom(UK), the Russel Group comprises 24 leading UK universities, all

committed to upholding their research kaecords as well as providing excellent teaching and
learning experiences while sustaining links with business and the public (&ctsel Group,

2014) All Russel Group universities are seen as leaders in research and innovation. They attract a
lot of money and grants while enriching education and creating opportunities for both
undergraduates drpostgraduates. These institutions are supported through the Russel Group
organisation to ensure they have optimum conditions to make an impact and a difference through
their worldleading research and teaching. Their first class facilities includesqugibped libraries

and study spacestate of the art laboratory equipmempgraded lecture hajlsinovative teaching

access to the latest softwaamd smaller classes.

The League of European Research Universities (LERU), an association of 21 |leadangh
intensive universities in Européefine themselves accordingfiihe values of higkquality teaching
within an environment of internationally competitive resealtitRU, n.d.) It is argued by Elen,
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Lindblom-YlanneandClement(2007:125)% h gwi]ithafit a focus on research, research intensive
universities becomeregularn st i t uti ons f or higher educationo
teaching, research intensive universities becorme r e r e s e Barmeth(201183 t i t ut e s
strenghens thisriew when stating that thesearckintensive university is an institution creating

i k n o wifoeidtgsee | f 0 a nimhi tAkdesehiihgetidsdype of institution as historically

bei ng an Ofpradocnypure knendedge,rrespect e of it s u,tdtthent y i r
concl udes t h ahewarldis ¢uirehtty taking plece witlsin thiese institutions.

The Group of Eight expands this view when saying that reséaterisive universies shouldake
the lead in higheeducation because of thegiobal connectednessdextentof their research
experience. This would go beyond their current excellence when looking ahead and creating
opportunities for innovation in both the research and the teaching functions. Res@attuinsc

drive improvements in curriculums and pedagogy; the demands of the problems facing the world can
promote integration of knowledge across disciplines and other boundaries; the speed at which
research makes disciplinary knowledge out of date cahttea greater emphasis on learning to
learn.(The Graup of Eight, 2013:10)

This notion is also supported by Douglé2814:1)inr ef er ring to o6fl agship
boaden their focuselfeveaynccrnyd arnef3nahacottopthbamisainivarsityi t y o
research has always been seen as thesigysticantcradleof new knowledge and knowledge is

seen as the most important form of cag(ifde Group of Eight, 2013:4)

2.3.1 Excellence in research-intensive universities

Modern universities quite ofteeachback to and include elements of the German or Humboldtian
university model by pushing research activities and reputation in the construction of comparative
league tables such as fhienes Higher EducatioandQSRankings This emphasis reflects and
strengthens the practice @iployingleading scholars and researchers and aftgrwards
determiningtheirinvolvement inundergraduate teaching. In doing so, measures of excellence in
student teaching, knowledge t&d@r, or impact within the wider community become secondary,
despite the lip service that is often paidhiese aspec{&raham, 2013:10)f one looks more

closely at the formula used to determine thertnked researeimtensive universities by tHEmes
Higher EducationTimes Higher Education, n.dthey make use of thirteen performance indicators

which are grouped into the following/é areas:

1. Teaching: the learning environment (worth 30 per cent of the overall ranking score);
2. Research: volume, income and reputation (worth 30 per cent of the overall ranking score);
3. Citations: research influence (worth 30 per cent of the dwawraing score);

20



4. Industry income: innovation (worth 2.5 per cent of the overall ranking score);

5. International outlook: staff, students and research (worth 7.5 per cent of the overall ranking
score).

Three of the five areas (numbers 2, 3 and 4) meetty linked to the research function, another also
has a research flavour to it (number 5) and the one that is left is concerned with teaching (number
1). These allocations give an indication of the perception of wvatheregard taesearckintensive
universities with almost 65%allocatedto research and just over 30% to teaching. The methodology
of determining university rankings is subsequently criticised by Dou(2@4<l:2)as being

Ahopel essly inadequate®, biased and overly inf

An important aspect for this study is highlighted by The Group of E&§it3:6)in their statement
that A[ a] r esear c hntreof leaenngecause regearchvpermeatestafofitss a
operations and is thebis of its reputation and the foundation for its further develogmehey

also identify

[a] good university [as] one that provides an exciting environment, one that stimulates the passion
and motivation of its students by exposing them to zealous atidated educators in a setting
permeated by the creation of new knowledge and the application of rigorous[dsltheskalso

add to the creation of a stimulating teaching and learning environ(héetGroup of Eight,

2013:8)

Iftheseare he characteristics of aspettfloe®iddgitewh vee s i |
| e ar +wihat igodinterest to this study is the question: what are the implications for the process

of professional learning of academics for their teaching role at such an institution?

2.3.2 Research-teaching tension

Devoting tme and energy to teaching in researtkensive higher education institutions can be a
challenge due to a reward structure thafgnences research and becaesearch intensive
universities are fAmuch mor e a mbteaghing expectationst h e i
and norms than ar e (@ighteAssan Kaip,&sames, Howergialf i t ut i on
2004:149) Dill (2005:179180)hascommentedontheé r e s e ad c db sehigkfee d

education n many Cc 0 usoarce resewscesrahdeeneegy in all types of academic

institutions a@e increasingly committed to research at the expense of improvemée#sihing and

student learning In the South African context, Lewin and Mawo{g14:33)refer tocriticismon

the funding frameworkacusing it of beingibi ased t owards rewarding r
e X pense oResdaregradirciion ltp® beamcouragedt the expense of improving

teachingoecause of the high value attached to it
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In contrast with research, atfteactivities ofpublic scrutiny through peer evaluation and feedback,
teaching is quite oftenaiprv at e e nt e r tpaching acomplisthmeats remain private and

l ess important f o(Beldmrle dtighed al, 2G04 1 9)rt reseatch e 0

intensive institutios. According to Dill(2005:180) studiesconductedn the USA during the

nineties (referringd Astin, 1996 and Frarndkox, 1992)to explorethe relationship between teaching

and research, suggested that strong research orientations are negatively correlated with factors
related to teachindor example time spent on preparation, commitment to staaged the use of

active learning techniques. It has been found that the combination of strong research and an
undergraduate student focus is found in creative, small and prestigiousditiergie colleges in

North America, where attention is givenldoth research and the fostering of student questioning

and critiqueThe researcteaching tension at research intensive universities, such as the site of this
research, is a stark realityowever One possible solution suggested by Shul@@89)and
Wrightet al (2004:154) s t o A[ |l c@gmamnadns zefl tdachingd by gi-
interested in teaching] AdAprofessionally wvalid
teachingasa scholarly activity and openingup for peer reviewThe significance of implementing

asimilar solution at the site of this research will be addressed later in the study.

This now brings to a close the aspects of importance in the breadésnof the contextual spiral

in this study. The focus of the next contextual levehastudy ishigher education in South Africa.

2.4 Roles and responsibilities of academics

The academic staff members employed by institutions of higghezatiorare appointed with the
responsibilityof fulfilling arole encompassingesearch, teaching and serviteews & Yazedjian,
2007)in thehigher education institutioemploying themthusthey are the main purveyors of these
responsibilitiegFrick & Kapp, 2009:256) As employees of a higher education institution, it is
expected of all academics to act out these three rolesreatve(Bitzer, 2007)andscholarly
mannet hr ough fstaying abreast of the | atest dev
of integrityand being assessdu to u g h (Friek& Kapp, 2009:257258). Achieving this level

of scholarship in all three roles is more or less impossible for any individual acadskivic,
2009) Although teachings performedasa private activity, & results aref public interest and
thereforeit usually carries the highest burdeinthe responsibilitfFairweather, 2002; Marincovich,
2006)linked to the three roles. Suppag academicso fulfil this role, partularly with a view to
improvingthe quality of such teaching, thisscrucial.In this regard, Bulle(2015:217)suggests

that people and processes need to be thesfothigher education institutions rather than metrics

and outcomes.
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Both Barnett (1997:1453nd Giroux(2013)ar gue t hat wuniversities are
business of relescribing rather than undet a n d i n g . Barhet#t(19@7contindies that the

boundaries between academics and the world, and academics and the students, have weakened as &
result of the diminishing authority of the academic in a new world ordelingdo this situation

are the agendas of performativity and efficie(@Bgll, 2003) the growing influence of economic

forces on higher educatipand the fact that government has intervened in the higher education
arenaAcademicghusareexpected to continue with their academic responsibilities as before,

although the milieu within whitthey have to perform these dutieschanged significantly.

2.4.1 Thethreeroles of an academic

Whichever way one looks at the purpose and aims of higher edu¢h@docusultimately turns

towards the multiple role@Vright et al, 2004; Toews & Yazedjian, 200#)at academic staff

members employed atstitutions ofhigher education are expected to fulfitith excellence. It also
highlights the facof which most people are acutely awaramely that striving towards excellence

in all these ateag fdgeneadat en (Ctabamp2018:43) r esour

The teaching function is the one tdbhkt is open to publiscrutiny die to the focus on student

results and succesAccording to Hargreaves and Goodsoisachg2003) the teaching function is
becoming more and more complex and doing it well requires high levels of professiotiaéprac
Although theseauthors originally wrote these worntsreferenceo school teachingt could be

argued that the same holds true for teachirtercontext ohigher educationThe authors

continue theimrgumenby statingthat teachings the corerofession and the key agent of change

in the present knowledge societyniversitylectures ar e At hfe tmh adtwi kkreswloe d g
anavi@ihout them, or their competenc(®achst2008) f ut u

Confirmation for this statement comes fr@adley (2003b:482vhencallng academi cs At

knowl edge worker so. 't i s t o theldiscassiondithmow turn.v e s 6

2.4.2 Academics as teaching professionals

Professionalism in academia, accordingGoawford, 2010:192)s positioned sonvehere between
Askill and standardso and 0 a Bdijaanmeatah@00&:7b0d) cr i t i
interpret professionalism ¢déctures as bei ng d@nations efdhe Waysithay seec 0 m
themselves as subject matter experts, pedagog
perceptions of their own professional I dent it
as well as their ability and Wingness to cope with educational change and to implement

i nnovations i n t hei. T53)cAwprofessmmaals facadeqicsphusshavea c e 0 (
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60doubl e pr ¢Mviskosis 2009asathey ave do function both within thdiscipline
specific andan educational contexrick & Kapp, 2009)

For academics to be called thag professionals implies the existence of university teaching as a
profession or a career. The meaning of being professional, to show professionalism or to pursue
professionalizatiofs not universallyunderstood oagreedupon,because what counts as

professional knowledge and professional action in teaching can be interpreted in mafSacags

2003:6) Nixon (1999:218st at es t hat pr of essi defiredandren has t o
oriented. Acc 1O9:13B)definitian, hBavrerveetrt, 62 pr of essi onal
professeso, thus somebody who speaks out as a
students in this case) but as an authadty court In continuing her line of thoud asstated

aboveSachs (200360 i st i ngui shes between 60l dé and O6new
professionalismé as bei ng c o ofessionoreamocoupatiohal i d e n
group for example law, medicine, engineerirg cetera(Sachs, 2003:8) whi | e &6énew
professi onal ienmcinghes quahty of serviaeatleutiian thencreasingof status

(see alsd&vans, 2008; Nixon, 1999)

According to Hargreavg2000:152) 6 bei ng professional 6 | ies in t
competence] and the conduct, demeanour and standards which guide it. Professiaoatisiing

to Barnett(1997)is not about esetic knowledge, butkeout the improvement of the qualiyd

standards of practice through reflectenmd practical judgeménProfessionality, on the other hand,

is defined by Evang008:26)a san idleologically, attitudinally, intellectually and

epistemologically based stance on the part of an individual, in relation to the prathiee o
profession to which s/ he belongs aumBdmetwhi ch i n
(1997:140def i nes professionals as MAdpr actiiicitreg pepeit:
the world through [unlimited] cognitive fr ame
those framewor ks i n ac tlyiclanging ndture of theowordd lareundjus.o b a |
In all situations, professionals should be drawingedavant knowledge and act appropriately

albeit in creative and novel ways.

Three central features of professionalism are indicatdtréyt (1994:223)hamely aspecialist
knowledge base, autonomand serviceThe implications of these features for teaching
professionals in higher education are that the improvement of their teaching practices is non
negotiable if they think of themselves as professionals wh#ifirig this role. Because most
academics at higher education institutions do not have teacher training or a tealcet)
backgroundthey could beexpected to pursug certain level oprofessional leaiing for their
teaching functionAccording to Ezans(2008:30) professional learning may lkescribedas an
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enhancement to the statudioe teaching profession as a whaidile simultaneouslylso béng
about improvingknowledge, skills and practickhusafipr ocess wher eby peopl ec
and/or professionalism may be considered to be enharibgtl).

Elton (2005:115) onthe other hand, argues that research and its accgmpattivities are

usually seen by academics as professional activities, while all othetiastwith which they

engage as part of their university work are approachddgsamateursAccording toEricsson

(2002:49) amateurs carry out activities with the least amount of efftwtse thoughts align with

the assumption that teaching is moreaafaftoran &éar t 6 t (BoAnstonal9¥Bs ci ence 6
Through the scholarship of teaching, it is possiblapproach the teaching function with the same
professional stamasthat ofany otheisubjectrelated researcl@uch researcivould also offer a
mechanism through which the profession of teaching itself advéidoeshings & Shulman, 1999)

The term scholarl yubsauasoytrefeastivi aydpaxeéem
applicable literatur€Trigwell & Shale, 2004:525)Scholaly teaching will thus draw upon

educational publication@®ichlin, 2001) Scholarlylectures will typically read and apply the

teaching and learning liteture make use of classroom assessment technigigesiss teaching and
learning relatedssues with colleagueand reflect on their teachirfylcKinney, 2006:38) The
reflective practice of scholarlgcturesi in a deepening engagement with their teaching
development thus moves beyond personalleetion to also include dialogue with colleagues

about the innovation of teaching and learning in their disciplines. Being a reflective practitioner is
an important characters t i ¢  olécturar(Kang, Sandrétto & Heatl2004; Leibowitzet al,

2009; Van Schalkwyk, Cillierst al, 2013) butsuch reflection only has value if it influences

future behaviour. More and more scholddgtures, however arebecoming interested in sharing
their reflection on, and knowledgdout teaching and learning with colleagues and pedish is
regarded byVeston and McAlpine (2001:9%F crucial for pursuing the scholarship of teaching and
becoming a teaching scholar. Ithewever important to keep in mind that not every higher
educationiecturerwill, or needs to, become a scholar of teacl{ivgston & McAlpine, 2001,
McKinney, 2006; Van Schalkwyk, Cilliergt al,, 2013) although scholarly teaching could be an

expectatiorwhen improvement of student learning is an.aim

The ter m dssmore dficud to sldrify ¢/dn Schalkwyk, Cillierset al, 2013) According

to McKinney (2006:39)it eachi ng schol arshipo involves not
and | earning, but al so #dt hethrpugtbliveiocvitsahar i ng an
presentations, performances or publicationso.

enhancement of the value of teaching at an institution and in the disgipbnasll as the growth
of knowledge related to teachinggeneral or in a specific disciplirfg/eston & McAlpine, 2001)
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According toKreber(2003:94) the scholarship of teaching has two broad objectives. The first of

these is to enhance the quality of teaching, as it would eleatlees t o fit each mor e
knowl ed@read & $hale, 2004:524)nd the second is to raise the stature of teaching by
Amak[ i1 ng] t &elweh2003@R4)Whenteathing is defined as a scholarly activity and
opened up for peer review it wildl A[l egi timiz
professionally wvalidat ed/(Skulman, 198%vhich will patii@hanp or t a
equalfooting with researchThese aspects are of importance for this study focusing on thef role

context in the decisiomaking of lecturerabout becomingivolved in the process of professional

learning for teaching.

2.4.3 Autonomy, responsibility and accountability of academics as

teaching professionals

Autonomy at the level of the individualgc@ording toEraut (1994) i mpl i es bei ng i n
own work. Hehowevercontinuesby cautioning thagjreater accountability and responsibility also

flows from greater autonomyAcademics are urged by D{lP005:178)o insist on the need for

academic aanomy.Such autonomy should offer convincing evidence to all stakehdldarsying

from government tstudents about he f act At hat our coll egial pr
academi c standar ds The thigd leg of theoautonomsgspansibilityv al i d . 0
accountability triangle, namely accountabilithasoftenbeen presented to professionals as an
external control mechani sm rather than as a
obligations: and hen¢e® [put omasmybeaomef ¢ hant
(Eraut, 1994:225)

Most professionals are employed by organisatibascarry overall responsibility for the qualiof

the services they provide. The implications of this for the tegdiimction at a university need

be examined to determine the mearohthe organisatiobeingmorally accountable for its actions

and what this implies for its professional work@Esaut, 1994:228)An important motivation for

the professional learning of academics for their teaching function comes fron{IE2@41229)

whosays hat #A[f] or every incompetent professiona
competently doi.hg Bwheawtempgtthongonquer this
university, Blacknore and Blackwel(2003:23)stresghefact that in higher education institutions

A s]taff expert ia@mostexpdnsives snets t é hdots biardllya wit t

not hi ng c a nFritké& Kapg, B00X2%8THedGroup of Eigh(2013:10)reminds 8

about the fact that, just like any gobdsiness, anoh order to maintain their positions, research

intensive universities are workiripard to attract the very best and most talented educators and
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researchersand it thus makes good sense to look w&#r this investmen{fThe Eurydice,
2008:101)Thi s st at e me ngargamen{E89dL31khat the suéxess df any
organisations influenced by he it configures and manages its resources, especially its human
resourcesand that the professional learning opportunities in place for the deliberate growth of staff
membergrovideone of the best places to start when examining the quality of organadati

learning.

2.5 Higher education in South Africa

2.5.1 Background

Thepost1994 higher education landscape in South Africa has changed raditajy
MonnapulaMapesela, 2009)ransformation of higher education has taken place asftag o
social, economic and political restructuring of the country. Although these chaagetakeplace
due to a new political dispensation in South Africa, it mirrors what was happening in the
international arena as similar changes coincidently toa&epin higher education worldwide due to
globalisation and democratisati{iraak, 2000; Webster & Mosoetsa, 2001; Altbach, Reisberg &
Rumbley, 2009)Part of the restructuring of higper education in South Africa included a number of
mergers and incorporations. The result of these restructuring processes was that theamertoy
have23 publicinstitutions ofhigher education of which eleven were traditional universities, six
werecomprehensive universities and another six were universities of techribl&§A, 2011)
Subsequently, two new higher education institutions were established inn20d3hasnow
broughtthe total number of publimstitutions ofhigher education to 25. Within the group of eleven
traditional universities, some institutions are identified as reséatrehsive universities

Stellenbosch University is oroé these

As part of the transformation process, a number a@drathanges also took place in the South

African higher education contefore students now have access to higher education and
diversification of both the student body and staff complements have been (kgHl&
MonnapulaMapesela, 2009 he pressure for accountability on universities and academics has
increasedWaghd, 2010:62) The government has al gHabibbec ome
2013:65)in the higher education gsn which hasled to a situatiomn which higher education
institutions have less autonomy than before and where managerialism and a culture of
performativityhave beemtroduced. As will become clear in the next section, higher education in
South Africais highly regulated and is governed through an act and various committee structures

both on national and institutional levels.

27



2.5.2 Governance of higher education in South Africa

The way that higher education is governed plays a rdiewnit is conceptalised andvhich forces
and cultures are at plaiy addition,a sharper focus on quality and evaluation has an influence on
the environment in which the professional learning of academics takeg@lagg, 2003; Buller,
2015)

Since 2009, higher education in South Africa is governed by the Department of Higher Education
and Training (DHET). This department is responsible for all-pesbndary education and training

in thecountry.The Higher Edud#on Act 101 of 1997, as amended in 1999, 2000 and again in
2001, is the official act governing the higher education sector in South Aégertment of
Education, 1997)The act established the Council on Higher Education (CHE) to advise the
minister and to promote quality through its permanent comniittee Higher Education Quality
Committee (HEQC)The HEQC has the functions of promoting quality assurance in higher
education, auditing the quality assurance mechanisms of higher education institutions and
accrediting academic programmes of higher education. Furthermore the HEQC is accredited by the
South African Qualifications Authority (SAQA) as an Education and Training Quality Assurance
(ETQA) body primarily responsible for higher education. During 2882 HEQC announced an
auditing cycle for all Higher Education Institutions in the coufizQC, 2002) The first cycle

kicked off in 2004 and Stellenbosch University was audited during 2005.

The 1997 act furthermore gives details about the institutional governance of higher education
institutions. It is stipulated that institutions shobklgoverned in a more -@perative(Kraak,
2000)and representative way and management structures should include & eminsiltutional
forum which advises councihsenate consisting of the professorjagector as institutional leader
vice-rector(9;s t u d e n t rdabive coangilrared ®ther structures, offices and committees as may

be determined by the institutional statute.

Since 2005, universities in South Africa are collectively represented through'HHBAer

Education South Africa) which forms the leaderstfipigher education in the country and the
Vice-Chancellors of the 23 higher education itugtons are the board membefsie main an of

t he HESA | e@rdwehigsehadyrationdroniithe deep seated conviction that universities
must be at the fefront of knowledge production, research development, innovation, teaching and

l earning to ultimately contribute to(HESAANSTfoOr
2011:2)

Y HESA was renamed Universities South Africa on 22 July 2015
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Although higher education in South Africa has undergone various changes since 1994, the 1997
Education White Paper 3: A Programme for the Transformation of Higher Educsiiloserves as

the guiding document for higher education in South Africa. This WhiterPsptes the purposes of
higher education in South Africa as follows: meeting the learning needs and aspirations of South
African citizens through the development of their intellectual abilities and aptitudes; addressing the
development needs of societydgprovidingthe labour market with what is needed for the growth

and prosperity of a modern society; contributing to the socialisation of enlightened, responsible and
constructively critical citizensand contributing to the creation, sharing and evalnadf
knowledge(Department of Education, 1997:3)

The National Developmefftlan (NDP)National Planning Commissio2011:262)outlines three

main functions of universities. Firstly, universities should educate and provide graduates with high
level skills for the labour market. Secondly, universities are the key producers of new knowledge
responsible fothe assessmenf new applications for existing knowledged the validation of

existing knowledge and values through curricula. Thirdly, universities should provide opportunities
for social mobility and strengthen social justice and democracy, thus helping to ovéneome

inequities inherited from our apartheid past.

More recently it has become importamtdevelop new, more relevant policies in order to address
the changes in the South African higher education systéis relation to societal and economic
needsIn November 2013for instancethe South African cabinet approved the White Paper for
postschool education and trainii@epartment of Higher Education and Training, 2028bich
outlinedthe focus and prioiiies of the Department of Higher Education and Training (DHET) for
the futureof the broader higher education dispensafidre missions, purposes and aims of higher
educationnstitutionsin South Africaobviouslyareinfluenced bythe various legislativdocuments

andarediscussed next

2.5.3 The missions, purposes and aims of higher education

institutions in South Africa

In South Africa, as in most parts of the world, producing new knowledge is seen as an important
function of higher education. In accartte with this, the White Pap@epartment of Higher
Education and Training, 2013b:3@)nfirms that research and innovation are integral functions of
universities and indicatesahknowledge production should be increased to reach the development
goals of the countryilfid.). The research being done by higher education institutions is seen as

crucial not to the creation of new knowledge and the deepening of our understandimgotiety
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and our environmeranly, but also to the innovation of new products and processes with economic

benefits for our country.

The Green Papé2012:xi), which preceded the White Paper, stipulated treQ&XHET will work

with theDepartment of Science difechnologyDST) in an effort to pursue a more stable funding
model for educational institutions that conduct research and to negotiatesbppiert for

postgraduate stients and for senior researchdétesearch intensive universities in the country were
identi fied deddia ori engge arud it d néyalubbleanstiorallassethatl vy b e i
should continually develop their capacitiend contributions to the economy and to society
(Department of Higher Education and Training, 2012:EQjthermore,ite Green Paper also

realised the importance of both research and teaching and urged the higher education sector to
balance thishige nd r esear ch wi t éctivég ensudng that flliurgversitigs havie e |
the means to meet the expect §t44)denshing, asis qual it
stipulated in the Green Pag&epartment of Higher Education and Training, 20122#eds to be

taken very seriously and a great deal of effort need® tinto improving its quality and supporting
teachers at all levels of the pastc h 0 o | . Thig expeetatian is further emphasised in the same
document, stating that @A[w]hatever el se-they
qualityunder graduat.0pdacadatijopnpmppovement of thro

strategic priority.49f wuniversity educationo (

Teaching, as the facilitation of student learning, and the subsequent student success rates are
important factorsn which the South African government is, and will be, intere§tbib interest

from the side of government impacts on the missions and priorities of higher education institutions.
From the macro policy environment as described above, it seems afoifubken higher education

has indeed started moving more towards the teaching function than was the case before. From the
White PapefDepartment of Higher Education and Training, 2053h:could be concluded that

this shift in focus ignainly born from a drive for greater social justice.

Both the Green PapéDepartment of Higher Education and Training, 2012a the White
PapernDepartment of kyher Education and Training, 2013b:36) ear |l y st at e t hat
wor kl oad of academi c sfactofs influencing theughpiiteeemimglhg t 1 mp
recognising that higher education in South Africa needs to give attentionrt@ithieers of the
academic staffThe White PapefDepartment of Higher Education and Training, 2013bt@&her
states that academic staimpriseaficrucial factoo in thefioverallquality improvement and the
develgment of the university sectofThis statementefersto the focus of the second round of
institutional auditavhich wasdue to start in 2013. During 201the HEQC announced that the
second round of auditgould focus manly on teaching as the facilitation of student learning. In
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March 2013, ProfDiane Grayson, Director: Institutional Audits from the CHEa presentation
informedhigher education institutions about what is envisaged for this second round of HEQC
audits(Grayson, 2013)During her presentation she used two quotes from the National Planning
Commission(NPC)(National Planning Commission, 201The first quote hintethatthe purposes

of higher educatioareboth that of a market forand ofa social institution:

themajor driver of the information/knowledge system, linking it with economic development.
However, higher education is much more than a simple instrument of economic development.

Education is important for good citizenship and@&ning and diversifying life

The second quote from the NPC gave a glimpse of the trostaed qumf higher education in

South Africa by stating that:

[m]assive investments in the higher education system have not produced better outcomes in the level
of academic performance oragluation rates. While enrolment and attainment gaps have narrowed
across different race groups, the quality of education for the vast majority has remained poor at all

levels. The higher education system therefore tends to bepaltigipation, higkattrition system.

In her speech, Grayson (2013) continued by quoting the UK Quality Assurance Agency (QAA) for
higher educationndicating that the second round of quality enhancenventd be focusing on

the means through which an institution ensures anfirms that the conditions are in place for
students to achieve the standards sdt byby another awarding bo@nd on the process of taking

deliberate steps at institutional level to improve theityaf learning opportunities.

Shealsorefeedb t he Sc ot t ihaslkefif@dehhamchment ks taking deliberate steps to

bring about i mprovement in the effectiveness

As stated above, the provision of high quality teaching is one of the duties and txpecia

higher education anadccording taVlarzano(2003)and Hattig(2009) the quality of teaching

students receive plays theost importantole in theirachievementAlthough not including South

Africa in her researcilanathungd2014:85)foundthe current discoursa higher education to be
onevhere the Oblamed for student f aiThigise has mo
neverthelesalso true for tis country.A word of caution at this stagearnsto guard against seeing

the role of the | ecturer oaghpubtatesame d meBulléree nal® e n
2015:221) The O6del i berate st043) sabhoweeefrefartoandbet o by G
directly linked to the professional learning of academics for their teaching funetiash is of

importance for this study and which whlé discussed later

Within higher education institutions there are numeroudigesaspects making it an environment
where many individuals seek to be employ€dylor, 2008:38)ecause they aspire to a career
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within academe. Such choice for a career in higher education is a deliberate rbtdloeresult of
0 h a p p e nHotlkengore & Sparkes, 1997:33s often occurred in past erdbe next section
firstly looks at what it means to be an academic in the South African higher education system

before focusing on acadéss as teaching pfessionals.

2.6 Being an academic in the South African higher education

system

With all the preceding information, the question now is how these regulations and new directions
touch on the conditions of academic life and what type of demands are plaaeaemic staff

because of thisAccording to Habil{2013:70) higher education in South Africa has three major
priorities, namely to produce highly qualified graduates who can play an important role in the
development of the countrio assist in the development of the new generation of academics to

sustain the higher education systemd to do high qualityreseac h t o enhance t he
competitiveness. The implications of these priorities for academics were recognised in the Green
PapernDepartment of Higher Education and Training, 2012w%)i ch st ates that 0
bothlectures and researchers, and their sustained contribtgtiknowledge creation, innovation

and skills development at both individual and coumiry d e | e v e | The onesresudtofi t i ¢ a l
these expectations was also made clear in the Green Rapwly that ohcademic staff

experiencing rising workload presss due to increased teaching loads. This realisation led to the
Green Paper stating that A[t] he revitalisatio
pressing .p6).obl emo (p

Anot her part of , Ladcording 6 pabi§2618:65migd Waghio201062638), is

that higher education institutions in South Africa are becoming more budikessshich brings

along the management practices and accountabiétghanisms from the corporate sector. This

shift of focus in higher education institutions has created an environment where the power has
shifted from typical university structures like Senate (led by academics) to more administrative
structuresfor exampé the Institutional Forum, Finance Division and Council (led by a majority of
administrators and external stakehold¢@peteet al, 2004; Habib, 2013:65Habib (2013:65)

warns that A[p] soaftbabiabitytyaskeemsthanbe the
and [t]he administrative workload on academic
push for thirdstream income resulting in the burgeoning of qualitative performance indicaliors

these changes in the higher education realm, together with lower salary prospects, have resulted in a
situation where academia is no longer a very attractive career prospect and the brightest graduates
prefer to move out of universities and into thteained professions. In addition,dain line with
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international trendéBexleyet al, 2011), academic and research staff cohorts are adevsdpster
& Mosoetsa, 2001; Habib, 2013)

In an attempt to address these and other challenges in academia, the Green Paper suggests that the
academic profession sHdwbe renewed for the loAgrm sustainability of higlguality public

higher education. For this to happen, the Green RBegrartment of Higher Education and

Training, 2012:4546) specifies a number of factors and/or initiatives to be considered and pursued.
Among these factordié one that is of importance to this research states that plans should be
developed to renew the academic profession through various initiatives. These include the increase
of young academics, addressing staff shortages, upgrading the teaching quakficbticademics

and improving the overall quality of academics. The White P@pspartment of Higher Education

and Training, 2013@trengthens this focus suggested by the Green Paper. Although each of these
endeavours is well intended and positive in itself, the sum total of it all might enlarge the pressure

on the individual academic.

2.6.1 Support for academics as lecturers in higher education in South

Africa

Within institutions, forces are frequently png towards higher education as industry on the one

side and higher education as social institution on the other side. This dichotomyreétes

conflict and stress fahe academiddumans are not intellectuataly; all have feelings and
emotions We thus transform ouexperiences through cognitive thinking, but also through emotions

and actiongCostandius, 2012:39; Trigwell, 2012Ye ae also reminded about this Kyight and

Trowler (2000:40wh en t hey state Athe faculty member i :
c o n s t Quuatfdctive reactions thus influence our rational thought procéssess Brown &

Hackett, 2002pr, as explained by Castells (20Q%dnd quoted by ostandiug2012) the way we

feel determines the way we think. We therefore cannot separatévearard our feelings and

emotions from our learning.

This realisation has numerous implications for the professional learning of academics, for processes
of changgBuller, 2015) as well as for academic care@fsight & Trowler, 2000) Hutchings,

Huber and Gold€2006)stress that the catail phrase ofiwork-life balance should be given

more attentiomwhentak i ng about a charecenhsiudydhypZerobylaseBezalsk.and

Shefe (2014:12)also reported on the fact that humans are vulnerable and relational beings and the
act of caringconsequentlys central to human livesiow we perceivédeingcared for therefore

matters to ugNixon, Marks, Rowland & Walker, 2008nd could influence our intrinsic

motivation.According to Adler, Adler and Fontand987:225) feelings and emotions are

33



influenced by structural and cultural factdrsan environment thas iperceived as caring and
conducive to decisiomaking for professional learning there will thus be trust, clear values and
clear communicatiofiTronto, 2010Yather than mixed or misaligned messages.

The role and function girofessional learning practitiorsst s 6 ¢ a r(lgontg, i201@aresaléo
consideredn this study because of their responsibility for creating and facilitating the professional
learning of academics for teaching. Worldwide, phafessional role and function of professional
learning practitioners in higher education institutions has grown expone(@aiiyn & Vorster,
2014)but it is a relatively young focus area in South Africa. The first national conference on the
topic took place in 1979. The South African Association for Research and Development
(SAARDHE) was established in the same y&e with international trends, the main foci of all the
work done within the units responsible for professional learnasgbeercurriculum design,

teaching and learning and assessnientk & Kapp, 2009:259)

An initiative that aimedat recognising the value and need of professional learning for academics
was the 2004 CHE publication of a guide on this t¢@isuncil for Higher Education, 2004Fhis
guide suggests that professional learning in higher education institutiond staug orthe

following:

training, educatiopor capacity building in teaching practice (including curriculum design and
development, and assessmghijyher education studies and reseaattademic management and
leadershiporganisational developmenn@luding quality assurangegnd information technology
(IT) upgrading(CHE, 2004:5)

The guidefurthersuggests that professional learning should be integrated within higher education
institutions and notvbeybdamandsobat edheeespbiona
development of academic staff should be at the centre of any attempt to respond to the challenges

currently facing high&r education professiona

Another more recent development from the Departmenigii¢d Education and Training (DHET)
is the broadening of the Teaching Development Grants (TDGs) in 2011, to not only include
institutions with very low student pass rates, but attempting to address the quality of student
learning on the campuses of all ey education institutions in South Africa through a sustained
focus on improving the quality and impact of univerggistures, teachingand teaching resources
(Department of Higher Education and Training, 2013&g priorities othe new cycle of grants are
stipulated by the DHET2013a)as having a focus on lectumdevelopmentestablishing tutor and
mentor programmes for the next generation of academiogus on programmes to enhance the

status of teaching at universitjes well as a focus on research into teaching and learning.
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The Higher Education Learning @i eaching Association of Southern Africa (HELTASA) was
established in 2004 with the promotion of quality higher education practice through the
professionalizatiof educational advisors in South Africa and the creation of a synergistic

networks as its ission(HELTASA, n.d.) Previouslythe South African Association for Academic
Development (SAAAD) and the South African Academic Development Association (SAADA)

existed, but their foci were on the academicdgqvetoe nt of &dpreviousl,y di s a
rather than on the professional learning of academics for their teaching.

According to its constitution (available wtvw.heltasa.orga) |, HELTASAGs main fo

anrual conference which also provides opportunities for engagement and collaboration through
special interest groups. HELTASA further positioned itself as playing a valuable role in exploring
and researching issues around teaching and learning in highetiedacal in so doig aligned

itself with the CHE Another initiativeundertaken as a partnersihigtween HELTASA and the

CHE was the introduction of the National Teaching Excellence Awards in 2009 with the purpose of
recognising teaching excellenceimsttutions of higher educatioBouth Africa As pointed out by
Barnett(2011) all these initiatives are pointing towards a shift taking place within higher education.

2.7 Summary

At the start of ths chapter the purpose of this study was set out as being an endeavour to understand
how the specific context ehembers of thacademic staff at a reseadiciiensive university may

influence the choices they make about their participation in professgamalig opportunities for

the teaching function as well as their subsequent implementation of what was |€arsethapter
therefore set out to describe the broad context of academics at a restsarsive university from

an international and nationpérspectiveAttention was also given to higher education in South

Africa and included discussion of what it means to be an academic within this sy&tebecame

evident in this chaptethe context within which academic stdfasto function is indeedomplex

and layered.

The notion of O0beingé an academic was discuss
work-life balance Despite the contradictions and pressures described in the chagitsations of
supportfor academic stafivere also sared.In the next chapter, Stellenbosch Univerdite

research setting and context of this stwayl be discussed.
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Chapter 3

Stellenbosch University as research setting and study context

3.1 Introduction

Stellenbosch Uniersity (SU) in South Africavas chose asthe research setting for this stuaty
this universityparticipated in the broader NRF investigat(esae Section 5)4nd is one of a few
researchintensive institutions in South Africén its Strategic Framewol(Stellenbosch University,
2000:9) theSU mission is stated dsllows:

to create and sustain, in commitment to the universitarian ideal of excellent scholarlyeatificsci
practice, an environment in which knowledge can be discovered; can be shared; and can be applied

to the benefit of the community.

If it is the staff members of an institution who have the task and responsibility of realising the
vision and missiomf that institution, thethe responsibility carried b§U staff members,
especially academic stafs considerableQuestionsariseaboutsupport and professional learning
opportunities available to academic st&ffStellenboschndconditionsthatprevail to enable or

di sabl e decissodmakingabaudparticipatingn suchavailable opportunities especially
those focusing osupportingtheir role adectures.

The HgherEducationQuality Committee (HEQCaudit reportbased on the 2005 institonal

audit (see Section2.4.23,t at es t hat professional |l earning a
units which focus on diff er ¢eHBQC,RIOME)Asdriasnfs o f
opportunities thus existor staff to enhance their teaching skills and most of these opportunities are
presented by the Centre for Teaching and Learf@Td.). There is a caveabhowever Particpation

in these opportunitied s vol untary and staff members have
(p. 22). 1t was further reported th#tte promotion of academic staff does not give consideration to
theimprovement of teaching skillBHiEQC, 2007)

In congruence with the HEQC report, it needs to be stated that the stature of undergraduate teaching
at SU is not similar to that of reseayethich means that neither the status thereof nor the resources,
the awards or any other ind¢eses, are equal to that of research. Tdugrespondsvith international

trends whereesearchn generahas a higher status than undergraduate teaching at research

intensive universitieéElenet al, 2007)

This study was undertaken at Stellenbosch Univehisity 2011to 2013 and focused on the years
2007to0 2012. A number of changes have taken place aiStéthe data for the study were
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gathered anthese changearenot accounted for in this researde changes includbe

following: Vision 203Q formulated in conjunction with thet@lenboschUniversity Institutional

Intent and Strategy 2013018 the restructuring of the Centre for Teaching and Learning (CTL) at
the end of 2013a renewed drive for the recognition of good teaching from the-NRexor

(Learning and Teachingulminating in a discussion document on the Promotion and Recognition
of Good Teachingluring 2014 acceptance dhe SU Strategy for Teachingnd Learning 2014
2018;revision of the SLAssessment policy and practicesdchanges irsU senior management

Furthermore, a formal strategy for the professional learning of academics was in place at
Stellenbosch University at the time of the studyisiperceived institutional silence about the
professional learning of academics for their undergraduate teaching role driovttier

motivation for this studyThe remainder of this chaptdescribesStellenbosch Universifyas an

understanding of theucrentstatusquoformsthe kackdropto this explorative casstudy.

3.2 History of Stellenbosch University

In order to place this study within the context of Stellenbosch University as the site of this research,
abrief summary of the history of the in&ttion will be given before moving on to describing the
presentday institution. According to the official website of Stellenbosch Univessigylable at
http://www.sun.ac.za/engh/aboutus/historicalbackgroundthe institutionwas established in

1685when regular school education was initiate&tellenboschHigher education was established
in 1859with the opening of th&heological Seminary of the Dutch Reformed Chuwantthe
Stdlenbosch Gymnasium becaraeeality in 1866During 1874, the Arts Department was founded
with 20 studenteindone professor iMathematics and Natural Sciences andtherone in

Classical and English Literatur&€he Victoria Collegduilding wasopenedn 1887to create more

space

Victoria College was renovated durit§97to 1900to include facilities such asRhysics

laboratory, the Christian Marais library and buildings for Education and Scioce.academics
were appointed as researchichian the departments @oology, Botany, History and Applied
MathematicsThe first professor of Education was appointed9a1 Victoria College became
Stellenbosch Universitgn 2 April 1918 afteadonation of£100 000 by @ponsor and the adoption
of the University Act in 1916Since that timétellenbosch Universitigas expanded to include the
current ten faculties Agricultural Sciences, Economic and Management Sciences, Medical and
Health Sciences, Engineering, Military Sciences, Arts and S8ciahces, Science, Education,

Law and Theology spread over variousampusesThe distribution over variouseggraphical
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locatiors has an influence on ttevailability of resources and support for teaching and its related

activities.

3.3 Stellenbosch University today

More recently Stellenbosch University was described as a mesiagd predominantly Afrikaans
medium, public universityHEQC, 2007:9) During the past decade Stellentto&Jniversity has

also positioned itself as a reseanstensive institutiofHEQC, 2007)within the South African

context and is currently recognised as one of the four top research universities iAfBoaitivith

over 30 per cent adnrolled studentat the postgraduate level and the second largest research output
among universities in the countipi@.:41). These performances in the research arena have recently
been awarded with listings on the wouddiversity rankings by the Times Higher Education and QS
(Quacquarelli Symonds) world rankings well as on the Leiden rankings. In 203P was also

named the leading African University by the Webometrics Ranking of World Universities which
ranks univesities according to their web presenb#g://www.sun.ac.za/english/abeus/\Why

SuU).

Barnett (2000:101dr gues t hat the way a university sees

withouto by its Afriends and foesod. A questio
Stellenbosch University during the past decau® specifically since being awarded with a place on

the world rankings? Another question that arises is whether earning a position on the world
rankings has influenced ,athaeveil hstaist itihenalacdrn
judgementofaci vi t i es a mhis siudy ddes/notdoaua bnsams®ering these questions
directly, butsome of it could implicitly be answered by its findings.

According to the 2012 Stellenbosch University Fact B@&tkllenbosch University, 2012tje total
number of registered students at SU in 2012 wa&237which is a decrease of 1.3% from the 2011
figure and the first decrease in 11 years. The same source indicates thahtiee ofpermaneny
appointed staff membeiia 2012 was 358 of which 939 were academic staff. The Stellenbosch
University growth figures since 2002 show a 35.29% increase in student numbersgull
equivalents) compared to a growth of 21% among academic staftirfiellequivalents). In this

same period, the increase in support staff{fole equivalents) was 55.5stellenbosch

University, 2012a)The average studelgcturerratio in 2011 (the latest availaldata at the time)
indicates a workload of approximately 23.6 students per lecturer. This ratio is much lower than
some of the other universities in the country, but not as favourable as the ratios at some of the other
South African researeimtensive instutions.The perceived burden of teaching large classes with

its accompanying consequences was identified as a major constraint on lecturers by various authors
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(Prosser & Trigwell, 1997; Martin, 1999; Hockings, 20059rger undergraduate classes and the
accompanwyg higher teaching workload might have a very real implicatiorafud influence on,
the decision of academics to participate in the process of professional learning for their teaching

which is the focus of this study.

3.4 The mission, vision, purposes and aims of Stellenbosch

University

As mentioned before, the mission of the institution is statetd striategicramework(Stellenbosch
University, 2000:9n sto diieate and sustain, in commitment to the universitarian ideal of excellent
scholarly and scientific practice, an environment in which knowledge can be discovered; can be
shared; and can be applied to the benefit of thenzonityd. Although teaching and learning is not

an explicit focus of the universityds mission

statement focusing (BEQC®E0Mari ngdé of knowl edge

In its strategic framework documerttgtvision of Stellenbosch Universitgtellenbosch
University, 2000:9)s formulated in théhree core areas of higher education business and it states
that

[iln a spirit of academic freedoand ofthe universal quest faruthand knowledge, the vision of the
University as an academic institution sets itselfdime, througtcritical and ratimal thoughtpf

firstly pursuing excellence and remaining at the forefront of its chosen focal areas; secondly of
gaining national anihternational standing byeans ofts research outputs; and its production of
graduates who are sougdtfter for their vell-roundedness arfdr their creative, critical thinking;
thirdly of being relevant to the needs of teanmunity,taking into consideration the needs of South
Africa in particularandof Africa and the world irgeneraliand fourthly of being enterprising

innovative andselfrenewing

Again, in aspiring toward$e realisation of this visioithe role of lecturersand specifically the
support of the institution for their professional learning for the teaching funioot clear from
thevision,butt i s probably implied in the notions of

renewi ngo.

This vision is taken forward and is driven by Vision 2Q3&&8lenbosch University, 2003:1yhich
states that the university commits itself to an outwarented role within South Africa, in Africa,
and globally and that it sees itself as an academic institution of excellence and a respected
knowledge partner whictontributes towards building the scientific, technological, and intellectual
capacity of Africa, while being an active rghayer in the development of the South African
society. Vision 2012 furthermore states ttiet campus culture &tellenbosch Uniersity
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welcomesa diversity of people and ideas while simultaneously promoting Afrikaans as a language

of teaching and science in a multilingual context.

The nine values underpinning all actions taking place at Stellenbosch University are Equity,
Participation, Transparency, Readiness to Serve, Tolerance and Mutual Respect, Dedication,
Scholarship, Responsibility and Academic Freed8tellenbosch University, 2000:10)he term
6schol ar shi pd iheweverbttgieh teedactithat thd scliolarshg of,

di ssemination (teachi ng(199®aescription of bchothestdp, i n Er ne
scholarship in this study would therefore include the scholarship of discovery (research), the
scholarship of dissemination (teachinand the scholarship of engagent (community

interaction) as well as the scholarship of integration (interdisciplinarity).tRempurpose ahis

study, the scholarship of teaching is include
actions of academics at Stellenboghtiversity. Kreber and Cranton (200@gscribe the

scholarship of teaching as conducting research about classroom peacataléence in teaching

and the application of educational thetryteaching practice. They thus include the ongoing
professional learning for teaicly as undertaken by lecturexs adult learners in their definition of

the scholarship of teaching. This is of specific importance to this study.

One of the strategic fotisted in the Stellenbosch University Institutional Plan 202D16

(Stellenbosch University, 2012b:8B)s hé& Knawledge base ofégh uni ver si t yés st af
academi.dheplanaxpligd 0t hi s f o c u sitisarfactdhatdhe mdinelerhentwfs : A
the universityds | asting competitiaserodacgrs,ant ag
conveyersand gpl i er s o f. Fokthiorestaell theidterpretation of this statement would
dwel | on t he o¢whchis/ddfgrentfrom How inicunpaaked in the rest of the

official documentf ocusi ng more on t he r odicenamadementpr oduc e
indicator in the document that is linked to the teaching function is one on student success which

could be interpreteds being the only criterioh o goodiieaching at Stellenbosch University.

3.5 Stellenbosch University as research-intensive institution

As indicated above, Stellenbosch University has positioned itself as a resgansive institution
(HEQC, 2007:9pnd is recognised as one of the four top rebeamo/ersities in South Africa with

over 30 per cent of its enrolments at the postgraduate level and the second largest resedrch output
amongst universities in the country 4d). The growth in post graduate enrolmeatmentioned by

the HEQC a®ne ofthefeaturesf the profile of a research intensive univergitfzQC, 2007:94)

2 The research output of an institution is calculatedibigithg the number of accredited publications by the number of
full time equivalent senior lecturers.
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The HEQC report further indicates thiaé universitydefines itselin the Stellenbosch Universit
Strategic Framework of 20G0s 1 a st r eonegtédyuniversity, scagtaitten for the
training of quality researchers, who are acknowledged as world leaders of research in selected niche

ar e@&BQLC, 2007:28)

A question emerging from thmncernghe influence on the teaching function of undergraduate

students in such institution&.t St el | e n b othecphoritidation ofeesesrchtay an i
institutional focudhhas gi ven teaching and | earni MHEQ@ s ubc
2007:20) This sentiment was supported by the lecturers who were interviewed theiagdit the

fact that the SU missi on i.20)asiwellmas tbecsizesokthei n r el
institutional budgets (20yand At he uncl ear position of the
(CLT) in the academic governance of thstitutiond (p. 21). (It should be noted that the Ch@s

become a permanent sutbmmittee of senat@nce this 2007 HEQC repdrMany academics at
Stellenbosch University, including in public forums such as the annual Stellenbosch University
Scholarshipf Teaching and Learning (SoTL) Conferentaye bemoaned the fabiat lecturers

who focus more on their teaching, either because of a natural affinity for teaching or a sense of

duty, are less likely to be promoted than colleagues who are more focuseskarch outputs.

Balancing and integrating the three roles became even more of a challenge during the past decade
after the university positioned itself as a reseamténsive institutionThe research question asked

by this study now becomes importaHbw, if at all, do contextual factors influence the decision

making of academics for becoming involved in the process of professional learning for teaching at a

researckintensive university?

In the next sectiothe perceptions of memberss#nior mangemenitat SUis examined more

closely.

3.6 The perceived context for undergraduate teaching at

Stellenbosch University according to senior management

Interviews were conducted with selected members of senior managenpamt af theNRF
umbrellaprojectof which this study forradpart (see Sections 1.3 abd), as theirviews were

deemed importanh voicingthe institutional and faculty contexts for undergraduate teaching at the
institution. The NRF project members decided that the interviews woulomgucted in a criss

cross manner andalleague and NRF project member from the University of Cape Town
therefore conducted the senior management interviews &i®Jsenior managers were

interviewed including the Rector, Vice Rector (Teaching) anctbreansThe one dean was from

a large faculty with high involvement in the process of professional learning by the academics
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while the othemwasfrom a large faculty, but with low involvement in the process of professional
learning by its academics. Th#rd dean was from a large faculty with progressive thinking about
teaching. The interview with the dean from the large faculty with high involvement in professional
learning was conducted by the Director of the Centre for Teaching and Learningmetheho

was also the project leader for the N&RRbrellaproject.Some of these resultsve beempublished
previously(Van Schalkwyk, Leibowitz, Herman & Farmer, 2013; Van Schalkety&l, 2015)
Permission was granted to include these findings as part of the institutiotextaahsation of this

study.

Thefindings from these senior management interviaveseportedn the following sectionn an

attempt toenhance understandingtbie context for undergraduate teaching angtbeess of

professional learning of lectureiar their teaching at Stellenbosch University. Quotes from the

senior manager intervieweaseincluded. Thesarei dent i fi ed with the | ett

numberf or e x a mpolindicate aftRdar interviewee

3.6.1 Wellness of lecturers

As evident from the SU findings of the NRFbrellaproject, it seemas if teaching, and indeed
the process of progsional learning for teaching importantfrom the perspective of SU senior
managementAs could be expected frothe responses of instttanal manages; the broader end of
the contextual spiralr{stitutionalstructures) (see Chapter 4) ofgenmto be a more influential
driver to their actions and thinking than the narrow end of the contextual spiral (individual
academic). One of the senmanaement interviewees dallude to the fact that heerceiveda

dilemma with the way th&niversity treatedndividual lecturers:

we send these kids in, these kids, the lecturers they are kids still, | mean they [are] in their twenties,
we throw then in front of a class of three hundred and fifty, we make a hell of a lot of money out of
them and we dondt giovedot htehne tjh¢8Mip rlot pdesr |tiokoel sa

As reported by Van Schalkwydt al (2015) mostsenior managerseenedto becaing about the
wellbeing of staff. Onénterviewee however explained how & perceived thepposite. He thought

theinstitutionwas not caring for lecturers, but beimgre focused othemjusto get t i ng t he

doneod:
we chase them al/l over the campus. I f thereods
our |l ecturers wil/l teach in that é the one | ec

hereinfourbdidi ng] é now say you want to hand out tF

of your teaching today, a little exampl e, how
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hundred pages if you are a frail little twessix year old eh girin high heels dragging the thousand
pages down heréSM1)

3.6.2 Creating spaces for lecturers to flourish

Thei mport ance anldctutei@ nude Oogfo o0dgéo otdebac hi ng f or sec

university was emphasiséwm the side of the semonanagersOne interviewee indicated:

we cannot in our programme have people who onl
universities are research led but teaching fed, so this is where the money comes from and we must do
thatwello r e | s et of Wusibes$EM1D

Another& ni or man a g e we have a regpansilslity to prbvaleé thefbest teaching and
learning for them [undergraduate studem{s]S M5 ) . B electurgrsvbap@aiise®g o o d 6
teaching is not necessarily part of thekmaound training of all academics. One senior manager
commant ed t hat | e bdkingae[thesr] ownteachingdprattiee arid seeing how that

can support students to be more succ,destwdrsul 0 (
are ofen enthusiastic about participating in the process of professional learning for their teaching

because:

[l ecturers] |like the idea of being supported i
that. We are often [professionals in ourciiiines] and people may be experts in those fields, but
dondot really have any training. So | think peo
me an, maybe ten years ago people é thought t ha
justdo it they can just do the teaching stuff. Now people realise, and | think are much more prepared

to acknowledge their limitations in termstbg training around educatioftM4)

Referring to the importance of professional learning for teaching, anethier snanager indicated
that their facultyhadapplied for funding for professional learning of academics for their teaching
andi f t he money comes through in the way that
money available for departmentsdtaco t hi s ki nd of devel opment o ( S
from the senior management interviewees highlight the responsibility of the university towards
lifting the stature of teaching and supporting its academic staff members in their growth even more:

in order to do this we have to turn this around in order to lift the stature of teaching and learning

itself - not just as a planning project or as a project for the development of students coming from a

certain background, but to begin to look at hownaodo with this regard to our own staff. (SM2)

[w]e are supposed to create an environnmemvhich people can perfornithat is now students and
staff, and they can reach their potenéialé j ust | i ke you owe it to th

young lecturer to create an environment in which they can also excel. (SM1)
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This sentiment was echoed by another interviewee suggesting thatiemmment should be

c r e ait venigh nbt only the students but the staff that work here feel valued ... [and]detlei

can | earn and grow, and that they also feel t
senior manager, a number of teaching and learning initiatives at Slédwe6 st r ongl y supp
ficentral institutional side ( SM5) . 8eaosnmehts fsom the $erior managers, making a

choice for becoming involved in the process of professional learning for teaching bbauld
relative Oeasy6 decision.

If this was indeed the casdhe context being accommodating and supportive of the dedisio
become involved in the process of professional learning for teaching, this study would probably
have been unnecessary. However, this is not always the casecéinchoice is usually enabled or
constrainedhroughout the phases of the process of gsimal learning for teaching by the

interplay of various considerations in tti&ily reality of the individual academic (see Chapter 4).

Drawing on his own experience,n € s eni or maunmlasg tha enviranmentiisoighe d
then people kindof,t hi nk, di sengage €é | know what ités
comfortabled (SM4). The considerationsarehi ghl i

discussed in the sections that follow.

3.6.3 More opportunities for dialogue about teaching and learning

One of the senior management interviewees indicated that the way in which a faculty could create
an environment for people to reach theirpotetiti i n t h e i r bytwandbear bne, talisingr o | e
about it and number two, by insubtlaew s trying to influence the,
(SM1). From management side it seems as if mpp®rtunitiedor dialogue about teaching and
learning were opening up

[al] nd they have st ar t eidthespadagogicgl ervienterit,sn ateaching a b o u

and learning environment in a curriculum environmgsi?2)

It is however not always possible to determine who the discussantsowetet the specific
content of such conversations woulave been; whether it wabout the scholahip of teaching,
the process of professional learning, pass rates of students, the stature of teaching, challenges or

issues with teachingt cetera

the discussion, the conversation about teaching and learning in our, in [the] faculty is happening
muchmor e than it did previously é [a]t | east pe
thinking about teaching and learning, and asking questions about their own practice much more than

previously. (SM5).
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Another interestinglevelopmenmentioned was hw the composition of faculty meetingsisually
reserved for the more experienced academics at the higher levels of appoirgtaeatl changing

as they

started to bring the younger lecturers and senior lecturers to the meetings and then said ek here,
want you to listen to these young people and tell you what we are doing as a faculty in teaching and

l earning and how we see that being aligned to

Oneof t he Opl @mtheduoteabdvagastheaichi ver si t yds theatenti on

teaching function in the performance appraisal of lecturers.

3.6.4 Teaching included in the performance management system

Following a question to one of the senior management interviewees about whether thegmexdorm

appraisal system used in their faculty supported teaching, the response was somewhat hesitant:

Yes, it is. I think. ltds got these t havetoe very
|l ist how many modul es uydoeewnmdvwse ttheu geh ta,r eh dw marey ¢

spaces where you can write exactly whatkif assessment [you are doin@M3)

The interviewee also mentioned the unhappiness created through the way that student feedback is
used as measuremt of teachig p e r f o thamedsm doeof dis€ontent, if you want to call it
that, about the [student feedback] forms, for
senior management interviewee shared this feeling of discomfort with the use of stedbatie

within their environmentstating:

[we] encourage people to do the assessments of their teaching [student feedback] with the students
and that gets discussed and itbés act,lwgatthty t ake
feelingand 6 ve stil |l got this thing about this focu
that focus is too strong that because iit, itds
indication of a kind. And then, but we actually take thttigatoo seriously than not seriously

enough, | would imagindSM1)

Thénwal i d markd mentioned by tahenpréssian emarkgivenwe e |
by students and @ften the onlycriterionusedto determine the award of institutionariuses,

which in itself is a very contested system because of the way it is structured:

20% performers in overal/l performance got perf
contested system because if 80% of the faculty get a 70% to 75%, thén it actually means even

A

very good people arenét getting that [JgSM3)f or man

To the contrary, another senior manager thought the student feedback system was a good system

with a lot of potential:
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we havea very good institutional student feedback system, at the module level and they must give
feedback on the content of the module as well
information there that can also most probably be used bletteb s used mainly at t|
where deans will certainly look at that when they have their performance reviews with academic
staff, but maybe thereb6s more(SMBf or mati on ther

Referring to the use of student feedbacie of the senior managers reported that additional ways
of evaluating the teaching of lecturers have been proposed earlier, but it seems as if there was no
buy-in:
I think student feedback is one way théonlfyooki ng
one. Unfortunately, we dondét have very much el

evaluation, so that you have a lecturer who knows the subject field sitting in with another lecturer.
Iltds not been shot do wvibe thatnsgme dgepaerhents ibwordSMB)t 6 s e v

The inclusion of teaching in the performance system of the institution can be seen as a positive
developmentbut the use of student feedback as the ontgrionand source of information for
measuring teachg, and even as the basis for the performance appraisal of lechastseen a

contentious issue at the institution for many years.

3.6.5 Regard and reward for teaching

One senior manager alluded to the fact thedamelifficult to lift the stature bteaching after the
universityhad becoma researciintensive institution. One of the first actions taken in this regard

was to get the financial valwue of the Rectoro
of the research award. Sincathime,muchhas apparently happened and the way in which the
recipientsareidentified and nominateldasalso changeds indicated by the intervieweeoted

below

there have been a few changes in the system, but there used to for many years kehad/icec e | | 0 r ¢
best lecturer award, and there was one for every faculty. So there was that reward, and usually they
were nominated by colleagues. So, it was a peer nomination, but then that included student feedback
and a portfolio é tbhuety trheewpmdpbdede wea allgets of h o w

di ssatisfactions about that €& and then they tr

dissatisfaction. But that | think was at least one way of rewar(f8h3)

According to one of the senior managematgrviewees, the private sector made an award
available for the best lecturer in one of theulties at the institutiorAt first it was contested by the
faculty managemenbut in the end it was approvethis award is givemnnuallyt o t he &best

lectuer 6 based on student v o titeaspossible éhatthisaward vi e we e
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wouldal ways be o&écir cul atbhecaude ofahe way gwaal is tteictuttd,e c t ur e |
question then arisebouth o w t h ewhodothse alose bidit weres f ar 6 coul d be Kk

motivated.

The conclusion about the current institutional regard rewardsystem as given by one senior

manageris that the institutiomadbeen workinga t he fr e c o g system, relatedtdond r e
teachi ng and ]I ewairtnhi nny Theeimdierbsawee costiauedbytabuting the

O6mi x ed tethecfactehatsh@ st i t ut i on digdtting atd crisetiadndeznesdf i n A
teaching and learning or good teaching and learning into our promotion and apptsntme

pr oces s ePaviought MiBndarft2011)reported similar findings about the regard and

reward system for teaching at the instant

Even though the recognition and reward systems for the process of professional learning were not

always in place, the senior managers indicated that the institution did make resources available.

3.6.6 Availability of resources for the process of professional learning

According to seniomanagers who were intervied; resources for teaching and learning and
professional learning for teaching were made available in the form of funding and grants. These
resourcesor exampleincluded the SU Fund for Inmation and Research into Learning and

Teaching (FIRLTY; teaching fellowshigsand the Teaching Development Grants (TD@s)well as

funding made available by academic departmfamtparticipatingn professional learning

opportunities where costs are atved (these would normally be outside the instituti®®&curing

money from the Wiversity forconductingresearch in teaching and learning was said to be an

important milestone. According to one of the senior manatierestablishment of the institutial

Centre for Teaching and Learning (CTL) watr e mo st i mp bftfing]dhe statueedfp e c t i
teaching and | earningo (SM2). Furthermore, th
dedi cated, very knowl ed g elang and Learnirg]pradtitiofeah ol ar
their own right. Who are people who publish, who areswel o wn o ( SM5) . Thi s i n
stated however, thathe CTL

does their own research but itds not necessari
our needs and challenges amee want them to hear us better. To focus more on what we want to do,
or what we neeq SM5)

Another interviewee made a similar commestating the feelings and viewss$ faculty members

the people in faculties the deanslaiso some of the staff have started to look at the Centre for
Teachimg and Learning as bureaucraéyey did not see that it was actually what was needed to

improve the environment and their work and the impact of that. They did not see that. (SM2)
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Another consideration that senior managenmnpointedas a chal |l enge for 0gc

teaching was the physical classroom environment.

3.6.7 Teaching and learning facilities not facilitating optimal teaching

and learning

Lecturers are employed to pide quality teaching for quality student learniAg expectationthat

the physical spaces where these learning opportunities are presented should be supportive of the
activities and innovations that lecturers p&uould thus not be unreasonatlfwailabe
infrastructureregardingconditions of lecture halls and the lack of campude Wi-Fi as

prerequisites for implementing certain teaching innovations, were implied as possible constraints

teaching:

for me personally, one of our biggest challengesirsphysical facilities in the sense that we have

big challenges in, in utilising technology in
allow it. And I think therebfs, theredsand ots of
they are hamper ed b yWitFihaur, rhaaycot ourtlebtare roomseared on o6t h a
overcrowded, no, a number of factqiSM5)

Expecting of lecturers to deliver optimal teaching without the necessary infrastructure would indeed

be disheartenmpto any individual.

3.6.8 The researchiteaching tension

At SU, research is still valued mpstomefias ur e t he value of |l ecturer
research that is easy to measure, and then the guys who are good teachers and not eqatally good
research come o {SM3) faadias stated by andtherinietwde cteaching is
sometremgarded as t he cash c oThechéllenges ofthisunevens e ar
situation between these two core functions were describaddifier senior management

interviewee as difficult:

very difficult, thatés évweedyv edigioti ctuhl ets eb esctawdseen
them to teach them well, I mean we éowedsi tant o t
obligg i on. But on the other hand we also know, t

journals and hold yourself out to be an expert

find the biggest challenge in academic management. (SM1)

When eferringt o | ect ur er s towdach well@ndldalinothimgettee(r SM1 ) , t hi s
interviewee indicatechowever thatallowing thiswould be unfair towards such lecturers because

of their future career prospects:
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research gi ves ymotatsSelenboschtbyt, oudsid¢ yoacgngoeelsewhere,
youbdbve .gSmMmMi) a CV

When discussing the relationship between teaching and research at the institution, one senior
manager thought the ideabuld beto integrate the three roles of theadens. It was wished that

fievery academic [should] see teaching and learning as just as core to their role as academics as their
research é and to start thinking in new ways
actually of anmheanteevidweertortiraied (bysshing: .

it is unnecessary for us to see these roles in little silos or compartments, and | think if we think
cleverly we can certainly get a better dispensation for ttee ttoles to inform one anoth&r for
synergy to, @ exist between the three roldSM5)

Relata to the researeteaching tensiors the disregard of research on teachAigSU as a
researckintensive university, it is disciplineelated research that counBne of the senior

managers alluded to this issnethe followingway:.

[one of our biggest, biggest challenges ig¢apgnis[e] the scholarship of teaching and learning as
work in its own right, that, that is credible, that will contribute to the objectives of the faculty and the
goals of the institibn and which deserves recogaitiin its own right ..there are still people,

younger academic staff who really struggle to get that recogniSib)

Rel ated to the fact that research on teaching

of teaching at the institutiofit is to this consideration théte focus now shif.

3.6.9 The stature of teaching at the institution

According to a senior management interviewe8U,theunive r si ty has aomonti nu
student successrategyst e nt r et ent i o n ,whghmadagement tipoaghtfstouldna n c €
fiml most subconsciously €é put across a message

i mportant o ( SMboweverTai Becosnmeads | i ght fooed how 0

and measured at the institutj@s well as the aspects that the institution seems to value most.

This interviewee continued the specific train of thought indicating that an enabling factor for the
process of professional learning of academics far teaching at the institution is the fact that
teaching is high on the management agenda bec
priorities of tThasescommestsseemuointitocarviewhat ekt&ives

lecturers asasources or a means to an érahd the end is student succésather than as

individual humarbeings
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3.6.10 Attitude and support of middle management

Higher education institutions are structured through faculties and departments. Deans of faculties
ard heads of departments (HoDs) hawgeat deabf influence and power over teaching as well as
lecturers. Depending on the focus of these leaders, teaching and its related professional learning
activities can either be valued or not. One of the senioaganent interviewees alluded to this

power of middle management as follows:

the faculties have got a | ot of autonomy here
initiatives really requires a lot of consultation to get the-ioufyom faculties, otherwise it simply

wondt work. And in some faculties one would ge
l earning, and in other faculties you wil!/ get
got to work within these differembntexts. (SM5)

This point was further elaborated on by the same interviewee, saying that:

there particular[lyis] younger staff who are very, very excited about [professional learning for
teaching] é initiatives, wBdLepcatersdarndadtuplpdoeserya | o't
good wor k. What they say to us is that they do
department and [they] donét find it from [thei
really want tomove up the ladder, [they] will have to do more disciplinary research, but [their] heart,

[their] passion is really in teaching and learnif@M5)

A statement by another one of the senior management interviewees indicated that the head of

department is ideed a very influential individual in the life of a lecturer:

I think the person thatés got the most power i
€ he or she can tell you to teach a uwegitaess co
|l ot of power in setting that teaching schedul e
somebody without having a disciplinary hearing about it, you just give them the unpopular courses

to teach. (SM1)

Onesenior managdstemoaned the&@t hat Ain spite of <c¢clear messa
around the i mportance €é of teaching ataldandl ear n
faculty |l evel o (SM5).

Academic leadership for teaching and learngat the level of middle managent. Such
leadership is often not satisfactory and does not always commuaicassage @ ¢ a This &as
alsoone of the findings from earlier research at 8&Jreportedby Leibowitz,Van Schalkwyk,
Ruiters, Farmer and Adendo(012)
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3.6.11 Lack of time and high workload

Time, or rather lek of time, and an accompanying high workload were identified by four of the five
senior manager interviewees as two of the biggest agmestsntingacademicérom becoming

involved in the process of professional learning for their teaching:

alotofpepl e woul d want to avail themselves of the
have the time for it. (SM4)

Workload was defined in many different wapweverThisv ar i ed fr om i nvol vem
many activities wit h heson tetal of afli the difierant respgngibilitesof t y 6
the academimamely researchundergraduate and postgraduate teaglaagessment of student

learning community involvementadministrationwhich includes academic administration,

management and conitee work:

| think there are lots of pressures on academic staff, particularly in terms of research output,
administrative burdens, student support and al
think, to reflect about your teaching and leagjito read about it, to try out innovative teaching

practices and even maybe to attend some of the capacity building initiatives that are offered. (SM5)

How thisdaily reality of high workload and lack of timeas aconstraint tdecturers becoimg

involved in the process of professional learning for teaching was descriloeg ®gnior manager:

itdéds incredible how the workload of [professio
find the time to engage in this. This is a luxury, thissbrtot r ai ni ng i n é educat.

Senior managers thus seem to have an empathetic understanding of the time and ditekiozal
of lecturerswhich giveshintsabouta caringenvironment. However, even in the midst of such
understandingecturers often eerienced feelings of overloas a result of the lack of time and

the accompanying high workload

3.6.12 Unrealistic expectations and survival strategies

High workload was reported as a concern of senior management by Van ScheilalyR015)

What the institution expects from lectures within the higirkloadtime-constrairtresearch

focused environment could sometimes be experienced as unrealistic. These expectations sometimes
give rise to the implementatiaf survival strategies by lecturers. Such survival strategies are often

to the detriment of quality student learning and could lead to a situation where the aims of the

university are undermined.
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The unrealistic expectation8ualed to by senior managers include the implications of rising
numbers of studentan increased pressure to produce research ougnatdeing expected to be an

expert in more than one field:

focus on cost effectiveness, bigger competition for scasmurces, all of that simply means that the
focusisfmor e and more on research é even on contra

department, your centre, your unit, whatever. (SM5)

As can be expected, the setting of unrealistic expectations nestiiesimplementation of certain
survival strategies and strategic choices. One senior manager indicated that hoersandable
this situation was, it was thought to undermine the very important aim set by the instrtatialy
that of @gooddteaching:

[It] detract[s] from the core functions of being really a good teacher and a good researcher, and being
able to exercise € academic freedom in terms o

in that sense we might be losing some ground in tefrteaching and learningSM5)

Another senior manager indicated that the pressure on leatigdrsresult ind p ingtyh e g ame 6
and adjushg the pass rates of students:

and thatés a very difficult thingn ttoheanaé algec tbwe

they will just say come on, okay how many do vy

A

go so ités trying to encourage this, this incr
can teach better, now we have manatatland | had it at one stage to brag about, about how we
pushed it. (SM1)

These unrealistic expectations all relate to a,lackven the absengcef care for the individual
lecturer and thé e ¢ t uneeds.rTlbéscus on pass rates and excellent teagkirengthens the
perceivedculture of performativityhich isexcluding the human factor.

3.6.13 Culture of performativity and managerialism

The culture of performativity that is prevailing at the institution was alluded to in the words of one

of the serdor management interviewees when stating, thdhin their facultyfiwh at € we do
is that we manage to teach é and that would b
that with its own challenges amd oift st hadawn Oowmsayc h

described as a way of doing:

Therebs |like a, well you coul dwedaitwell Wealways!| t ur e
try to do it well, we try to do it properly and that sort of feeds in on itself and that, thas ki nd o f

if | must say, teaching and learning in our faculty, what is it that we do(B&ll1)
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In her research, Crawfof@010:193)a | so f ound Aincreasing manager
reductions in collegiate governance and the push into market and ililekstra v i our so t o L
significant hindrances in the processlod professional learning of academics for their teaching

function at a researahntensive university.

Within the push ktead nboerhea va maurrkset st udent number
the accompanying growth in the number of academic staff mermieading to lecturers being

seen as ,Whhch could impdyshat the feelings and emotions of these individuals are
negated The implications of this for the context within which leets have to workndperform

from day today cannot be ignored.

3.6.14 Teaching responsibilities associated with large groups of

students

Having to teach large groups of students was specifically mentioned astictiby senior
manageim@gactas Groups, thatodés our big constraint
suh | ar ge c | adigheswmdemsstuaaflfl yr aitsi oa éi compared to o
teaching load as such is quite high on our staff which also means admin retatathiog and all

of that stuffo (EMeks. tAlalt € loeeackiofsaethe uslents,i n g
to deliver the material, to do the assessment, to sortogtthe r i es, t o d(BMlgver yt |

are just escalating when teachiagde groups of students.

Another expectation was that lecturers should be walking the extra mile with struggling students
andthen,if such effort is not utilised and appreciated by students | eaditlesbitof o
disappointment that some studemtt 0 r eal |l y need the support é i

seriouslyo(SM3).

As indicated by the paragraph above, lecturers are expected to support struggling students. Such
support needs timietime that lecturers might actually need to adhere to the expectaimprove

their teaching and/or spend on their research.

3.6.15 Setting of expectations without relevant support structures

Linked to the unrealistic expectations is the setting of expectations without having support

structures in place. Expectations fréme side of the institution mentionbg the interviewees were
thate Mmave a responsibility to provide the bes
(SM5) and to get good results (SMAnother interviewee also mentioned that classes witlelarg

numbers of studentould notcontinue tdbehandledas before:
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I é [ became] convinced of [it] that our conven
sitting in front of you and one person talking to the 200 is really becoming completéffeuijtand

I"m so sure that wedOre going to have to find a
probably candét ever do away with it completely
using the rest of the time for something moreiattive. (SM3).

One of the senior managers indicated that the focus at Stellenbosch University as aresearch
intensive institution is on the scholarship of teaching and learning (Sehigh should give

credence to a push towards doing research abaltineg

[ The focus] has al ways been very much on the s
for Stellenbosch is the right approach because of the fact that we are a research intensive institution
and that most of our academics, well, certaall of our more senior academics are involved in their

own disciplinary research. They can really relate to that kind of approach. And we feel that, that
focussing on the scholarship of teaching and learning certainly makes this work more legitimate,

more acceptable, you know to the broad base of academics who are researchers. So, that is | think
why we, why we give a lot of support for research into teaching and learning, so I think that has
certainly been a goal and a priority of the development chcatiemic staff. (SM5)

This view was also held by another interviewd® indicated h arbunditeaching is the
orientation towardg having a thoughtful scholarly approach to teaching. So encouraging research

and innovation in teaching | think is importa® ( S M4 ) .

As descri bed before, resear c,howevarwhich @aosksiang di d

potential conundrum of mixed messages for the lecturer at SU.

Given the constraining nature of most of the contextual considerations mentionedaéattiois, the
guestion can rightly be asked why some lecturers do indeed decide to participate in the process of
professional learning for their teaching. A possible answer to this question is given by one of the

senior management interviewees when refgrtinthe intrinsic motivation of lecturers.

3.6.16 Intrinsic motivation of academics

The reason why some lecturers were more successful thas wtdseexplained by one of the senior

management interviewees as due to intrinsic motivation:

y o u d o nodl kectugers and baadl lecturers you get prepared lecturers and unprepared lecturers.

So theybve got to put in éthtwet tmoset amaodlhe yt enaucs
work out why they teach well. If you work it out deep down they teaslhbecause they want to

teach wel | . Mo st good teachers are |ike that,
(SM1)
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Continuing tocomment about the importance of intrinsic motivation, the same senior manager said:

if you put these young, briglfpbung lecturers onto the task and the task is to teach three hundred and
fifty students well € then they, thereods the i
€ | do think one of our str engtotsvelliatstudeamongs or t
the young, bright lecturers joining us. (SM1)

Within the context of the lecturer, it is thus important to nurture the intrinsic motivation in order to
support lecturers in their decisiomakingabout participatingn the processf professional learning

for teaching This important element of an enabling context is in line with findiraya previous
studiesconductedt the institutior(Leibowitz et al, 2009, 2012)

3.7 dooddteaching, @ooddlecturers and professional learning

for teaching

3.7.1 Introduction

According toonesenior management interviewee, what happens in the classrooms seems like the
proverbial Ooblack boxd. Wint lmisn at Ipird vdlewi racrn mes
lecturer and tl class go[ing] into a secret room where they do this thing, and nobody knows what
goes on t hasmanagefo®iMiido expldirha situation when too small a percentage of
students got predicatand were therefore not alloweduoite the exanmation The lecturer

responsible for this module was requested to variteport about the situatiphut kecause nobody

wat s t o wr i t e wilsinfleehce thewr petavious qr at ledst thiey will think about it or

they will have good reasonsanch ey hav e ap p(BM1leAlpotentiadsolution ithisd s 0

O6probl embé was given by the same interviewee:

send spies in or you can get information out b
done kind of in secret you know, in a mé with the students and the staff and the only way that

you can really influence this is, the person that you have influenced must believe what you, you say.

So you canodt tell them, this is what yaodiddo must
something else. So itdés all, you must have thi
sense itds more persuasion than orders. (SM1)

Defining the purpose of teaching as the facilitating of student learning is a mind shift that is

necessary at the universittWhat i s expected of the o6bright yo
institutioni s t o make tihnet ellalregcet ucalla sés e[si Jfit must be a
facts thatods pushed down xplaiogpdeas and adit thatrwithathes , i t

55



studentsanbr eaki ng t hat o pheexpdctation wahfetheo highlightéd By .

senior management interviewees indicating:

itds not just something they muandandthaiswhati t 6 s s
teaching and | earning is about, itéds about the
and this teachipside find its success thef&o | think most people are beginning to get that picture

and to get it clearly. (SB)

[ W e really need to teach students to | earn. Y
completely different from standing up there and giving them a wonderful argument on [a] theory or
something like that. (SM3)

Senior managemehtsrealised tle challenges of such a mind shifowever especially where

lecturers have to teach large classes, but it is nevertheless expected of lecturers to take on this

challenge:
it is a difficult thing to do and rcépeepdepoeci al | y
work with a class of 600 student s, t hey actual

actually understand that ... They have to find a way to make it smaller or they have to change the

mode of that process. And it is not easy big going to be our big next challenge. (SM2)

A general principle ofgoodteaching is alluded to by a senior manageticating that lecturers

should recognise and respect students althtarge classes migipose a challenge

must realize that thereeahuman beings on the other side of this and you must treat them with
respect and hopefully teach them how people, by your exampleégelespite the three hundred

and fifty in the class, you must get a respectful attitude towards students and | thirdctheocate
and we rast treat everybody with respd&M1),

l ead to the students becoming numbers and peop
you has a history and a parent and a sibling and a family and comes from somewhere paihfeels
and you must treat him or her properly. (SM1)

3.7.2 Definingdbgood teachingd at Stellenbosch
3.7.2.1 The perspectiveon O6goodd | ecturers

TobeagoodlectureFoes not o n lagoodshavrioday ora goodlectiire, and they

wantto explain topeopl® ( S®d9d teaching involves much mor
very rewarding you know and, and youdve got t
ocultivationd often does n o tolvéddaviphmredmesporsiblafor,s e t

a whole variety of academically related functions might hamper it.
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Accordingtoanothre s eni or managstauld@ o & el gotowareres ul t s
also measured on student throughput, you know, the passfatet he modul es t hat
(SM3). Being a reflective practitioner is an important characteristicyogaad lectureandthis

was emphasised by one of the senior management interviewees:

itdés only when we start owhieachingand learnngthatvee wille f | e ¢
start to change and we will become aware of, of student needs and, and how we might not actually,
teach in a way that addresses those needs. (SM5)

According to one senior managbowever,goodlecturers are meased through student feedback

and research:

there are five or six [lecturers] in our facul

not performing in terms of student feedback, nor in terms of their research. (SM3)

The existi ng xteedn smeosnssa gaensdd 6anbout t he a@&SUanr di ne
illuminated by senior management was previousported by Leibowitet al. (2011)and Van

Schalkwyket al (2013)andis in line withnational(Lewin & Mawoyo, 2014)andinternational

research findings and reportedrldwideas a maj or constraint for ac
teaching and patrticipation in the process of professiearning for teachin@Clegg, 2003) At

Stellenbosch Universityhe wayin which @oodteaching is describad not officially reportedn

the institutional documentation. Various attempts at changingvénis undertakerfor example

througha task team looking at the indicators for goatheng and another drawing up a discussion
documentindsuggesting the integration of the three roles of the academic to achieve exadllence

the end of 201LONone of these initiatives was implementedwever The implication of this

silence and abseneethat up tothis stageno formal criteria or indicators exist for the

measuremerdf @oodteaching at the institution. Such a situation is not ifk¢aight & Wilcox,

1998) Teaching is included as an item in the annual performance appraisal of acaldewsser,

and the results of student feedback and student passuatesstlyare the main criteria used

towardste appr ai sal of academics6 teaching in mos
criticised by Waghid2010:63)i ndi cati ng that fAit would not be
underper f or manceo i n r el ataninstitution of highér eddications dueth r o u g t
fa | acklef schediarshipo in the field.

Eventhough no official indicators exist, the instittn has a number of wayy whichd&@ood
teaching is rewarded. One of these rewards i s
which consistf a certificate and a cash amoufgnawardsper annumwere madepreviouslyon
institutional level only, buthe suggestion was put forward that a first level of awards should be

made on faculty level artthata prestigious institutional award couldllow. Another form of
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recognition s giventhrough tke First Year Academy (FYA). The FYA organises an annual prestige
dinner honouring the 30 best fiygear students and the lecturers nominated by these students as
having contributed ttheir success. These lectusaeceive a certificate and a persondélefrom

the student(s) who nominated them. Some faculties and departatsntsave irhouse awards for
aoodlecturersfor example the Faculty of Engineering. The Faculty of Econamit
Management SBestéattaorer dAwaldlaased @ stadembting and organised and
sponsored by Media 24. The Golden Key Society, consisting of, and run solely by, students, also
used t o TaeBesilLectwdémannadally

3.7.2.2 Me a s u rg onogte@hing through student feedback

According to senior managemte student feedback is the only way whichthe quality of teaching

is determinedt present

I think student feedback is one way of |l ooking

one. Unfortunately, we donét have very much el

Respondents indicatedthét e c a u s e t hleciuremalreadythey do dod see the need to
participate in professional learning:

The one is theybére going to think well, lyou kn

can teach me anytlgranymore(SM3)

The Fund for Innovation and Research in Learning and Teaching (FIRLT) was established in 2004
in an attempt to promote the scholarship of teaching and learning and to raise the stature of teaching
at SU This grant scheme awards small gsdor innovation and research on teaching to lecturers.

An annual, irhouse Scholarship of Teaching and Learning (SoTL) conference creates a platform

for lecturers to showcase and share their teachingrobsead innovation with peerBrizes are

awardedn various categories with the main prize being a financial awgrdrtipate and present

atan international teaching and learning conference. Teaching fellowships are also made available
for lecturers interested in pursuing the scholarship of teg@md learning. By the end of 2012, six

of these fellowshiphadalreadybeenawarded. It is noteworthy thdor a long timemost of these

initiativeswereimplemented and supportég the CTL, rather than by the institution.

As mentioned above, the tdang function is but one of many roles academic staff in higher
education institutionbasto fulfil. Quite often teaching comprises a small percentage of their job
descriptionsbut it takes up huge amounts of their time. In many instances academinestafiers

are employed othe basis ofkills and knowledge other than teaching, but are then given
undergraduate teaching responsibilities. As indicated before, high quality teaching is one the most
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important variables in the achievement of stud@visrzano, 2003; Hattie, 200and the
professional learning of academics is one of the initiatives a university coufdglate to support
universitylectures for this roleg(The Carnegie Foundation, 2008)

Becoming a professnalin any fieldis usually not possible without being educated into the field.
According to Viskovig2009) excellent teaching is linked to the process of professional learning.

Any attemptin making professional learning opportunities available for activities other than

research, is often matith resistance. In contrast with this view and in support of professional

learning for the teaching role, Crawfai2D10:92)positions professionalism in academia
somewhere between fAskill and standar dasaseeand 0
Sachs, 2003:9,3)andit he st atus of being a O6professional
r e s p on gdravfort, 2a10:1®9)n this regard, thetatus quat Stellenbosch Uwersity will

be the focus of the discussion in the next section.
3.7.2.3 Onbecominga 6goodd6é | ecturer

According to one senior manager, the CTL was
developing the philosophy of teaching and learmirmundt he uni v e rAscordingto ( SM2)
another senior manager, the CTL is not always seen as providing professional learning opportunities

for all lecturershowevey but a place which could 6fix bad

so we have encouraged people who finditcliffil t t o teach to é come to
assistance [and] [i]f they [are] really struggling then somebody must come say, but what are you
doing? They havendét got a clue what they [ ar e]
wr ong € nctoomitnhgeiir | ect ur emh,atdisvinn g et haébro ua d wied &
and they have to tell me that unfortunately th

little bit of distance that sometimes is necessary. (SM1)

Relatedtothiguesti on of G6becomi ngibdwhichpbotpssiondldearhirgct ur e

for teaching is defined at the institution.

3.8 The professional learning of academics as lecturers at

Stellenbosch University
The Stellenbosch University strategic framekvStellenbosch University, 2000:1&)ticulates its
vi sion for teaching and | e ar nqualityteactsng,lbyethen g fi a

constant renewal of teaching and learning programmes and by the creation of effective

opportunities for | earning/studyo. Teaching |
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and learning [what lecturers and studetdsn order to enhance th&nowledgé¢, however,aretwo

sides of a coinvith learning at its centre.

According to the universityodos strategic frame
through the constant renewal of programmes andémntiog effective opportuties for students to

learn When transferring this principle to the scenario of formal professional learning opportunities

of academics, the professional | earning pract
stafmember s as the 6studentsd. The same expecta
should then be valid in this situation as well. Professional learning practitioners at Stellenbosch
University areherebye x pect ed t o pr ov i &U academids]ithtoyghthéd e ac hi n
constant renewal of [professional learning] programmes and by creating effective opiesrtanit

academics to learn

On the issue of professional learning for teachimg senior management interviewedicated
t haemuStgyi ve everybody the chance to developo (-
indicatedthat such opportunities are sesnfocused on young or struggling lecturers. One type of
professional learning opportunity made available for younger lecturers wépartchents, as
identified through the senior management interviews, is mentoring by senior colleagues:

Webve got infor mal mentoring in departments &

people. Teaching teams, teaching large groups of classes inthi r st and second ye

they start their teaching so thereds quite a |

Opportunities for peer evaluation apderfeedback weralsomentioned as a valuable resource for
professional learning withiratulties with the proviso of a trusting relationship:

[ sit] in with younger | ecturers when theydre t

have an older lecturer sitting in. But we have done that. (SM3)

Participation in the annual Schadhip of Teaching and Learning (SoTL) conference was also
mentioned as an opportunity for younger and less experienced academas smdrlearn as

i ndi v ilthiokahatsthat igia good platform for younger or academics who are young in the
scholarsh p of teaching and | earning field, to act:

3.8.1 Definition of professional learning for teaching

Howt he uni versity defines 6goodd t,ammactionsng al so
towards the process of prgonal learning for teaching.

The different waysn which some faculty managers dealt with more experienced and younger
academic staff members who were not doing \vegtherin their teaching oin their research
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functions were very differentAccordigy t o one seni or manager it wa

experienced staff members who were not performiag their younger counterparts:

gradually manage[d] €é out é [because] you know
anycase.ltismr e di fficult when you get younger | ect

you need to do some developmental work there. (SM3)

Another senior management interviewee indicated how such an enabling environment for
professional leaing could be created h r o sulgtlé wagis trying to influence the, the way in

which we teach é [and] the pass rates é sl owl

Sometimeshowever,academics might decide not to participate in opportunities for professional
learning for their teaching becaubsey havebeen teaching fanany yearsandthis, according to

one senior managegane t i mes | ed Wwiho oraearth&an teach medanything i
anymor@ ( SM3) .

One senior manager indicated that being a lecameretimesnight not be the ideal cagefor
certain individualsSuch an instance is described below and it is noteworthy that no mention is
madeof participating in professional learning opportunities for teaching in an atterappport

suchindividualsto reach the set requirement

yousanet i mes get people who dondét take to the te
students is quite daunting for some people and
requirement. So | can i magi ne ttherethisds nottheijpbd be p
for them (SM1)

Professional learning of academics can thus be defined as the learning that lecturers as professionals
do in order to enhandhkeir abilitiesand their teachingsuchprofessional learning can have many
faces(King, 2004)and can take place at a variety of places within the univefsitgxample, at an
institutional centre for teaching and learnimgthin the academic departmeduring conversations

with colleagueswhen reading academic articles or bgakswhen attending conferences.

One of these O6facesd wher e lgcturesfindleedtakesmlade atl e ar n
Stellenbosch Univeity, is at the Centre for Teaching and Learning (CTL). This unit has been
responsi ble for the professional l earning fun
role snce its establishment in 200Bhe CTL was established when the Division Ae¢ademic
Development Programmes (DADP) was amalgamated with the support and development aspects of
the division of university teaching, Uiid. This new centre, CTL, was located under Academic

Support (AS), reporting via the Senior Director (A&}he Mce-Rector (Teaching)Since

inception, the vision of the CTL has always been to be a centre of excelleneeithatesquality
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teaching and learning at Stellenbosch University. Thisopasationalisedhrough the CTL
mission of providing support thié¢ insitution, lecturers and studentsorder to enhance the
climate in which teaching and | earning takes

success©oO.

Research done by the CTL about the impact of the Professional Educational Development of
Academics (PREDAC)programme for newly appointed acaden{icgliers & Herman, 2010)

indicated that the programmald a posi tive infl uedowarégsandn parti
perception®f teaching, it advanced their knowledgfeand skillsin teaching and learning and it

changed their teaching behaviour. Since its inception in 1999, an average of sixty newiyeappoi
academics benefitteahnuallyfrom participating in the PREDAC programme and these individuals
reported benefit to other academics, their academic departments, the insatutiatl as the

students in their classes. These research results emphasieke that weldesigned professional

learning opportunities can play in enhancing the quality of teaching and assessment practice at a

researckintensiveinstitution ofhigher education.

The HEQC reporfHEQC, 2007 states that professional learning at Stellenbosch University
Afiincludes a range of activities and units whi
| e ar n.i2a).AGeri¢spf opportunities exist for staff to enhance their teqathills and most

of these opportunities are presented by the @GBLstated earliehowever participation in these
opportunities fAis voluntary and st afof.22@énmber s
additonAt he i mpr o v egmskllsis nobafconsideratiorhfor promotion of academic

s t a(fiBHQEG, 2007:22)

Nevertheless, the CTL has been carrying out its brief through aligning itself to the undversity
priorities mostly in relation to the critero n o f 0, & xhat & attengts to provide excellent
support for teaching and learning processes. The Centre attempts to provide a service which
enhances the ability of the institution and individeaturers to gear themselves towards teaching
excellence, especially at the undergraduate |8e2hg reflective practitioners themselves, research
was also undertakesy CTL staff (Van Schalkwyk, Cliers, et al, 2013)into the professional

learning journeys of academid¢aurthermore, the mission and vision of the CThligned with the
institutional licy on teaching ancehrning(Stellenbosch University, 2008¥hich emphasises the

i mpor t astadetec eonft réed t eac htimeg ainmdn d watrinv;dngws e of
dnteraction between research and teadchiagh d t he O seaoHiamgdhi p of t

Following on the HEQCaport(HEQC, 2007)t needs to be stated that, despite many attempts, the
stature oundergraduateeaching at Stellenbosch University is not similar to that of research, which

means that neither the statof teaching, nor the resources, awards or any other incentives for
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teaching, are equal to that of research. This is not surprising, however, and is in line with
international trends/hich reveal thatesearch has a higher status than teaching at research

intensive universitieéElenet al, 2007)

For the presenthestatus qudiasnot changd and no formal strategy for professional learning of
academics is in place at SEbrmulating such a strategy would include an examination of the
current situatiorand determininduture directionsand how to get there. The perceived institutional
silence about the professional learning of academics for their teaching fymcuitessome

background but alsaddsto themotivation for this study.

3.9 Summary

This chapter described Stellenbosch University as the setting and context of this study. It
commencedvith the history of the institution followed by the mission, vision, purpasesaims of
the university. It themimed at giving the perceived context for both undergraduate teaching and

lecturers of undergraduate studefitam the perspective of senior management at the institution.

These perspectives were given through therigglfrominterviewsconducted wittsenior
management as part of the NRfRbrellaproject The perspectives were deemed representative of
the institutional and faculty contexts within which lecturers found themselves and aimed to inform
the reader about éise aspects of the SU context. Through these findivegpecame aware of some

of the dominant discourses at the institutime got a sense of the current rather low level of care at
the institution and the inadequate conceptualisation of the teachictgppfubecame apparent. The

lecturer perspectives on these issaleseported in subsequent chapters.

In the next chapter some theoretical perspectivedeveloped from a review of literature reletan

to the topic under scrutiny.
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Chapter 4

Theoretical perspectives

4.1 Introduction

Theinstitutioral setting and context of this studsas outlinedn the previous chapteFhe research
setting also forms part of the brnakingefr 6cont e
academicsboutparticipatingin theprocess of professional learning for their teaching function at a
researci nt ensi ve higher education institution. TI
intensive institutiond were explored #ilarlier.
needto bediscussadia mel y oOpr of essi omaki d @& r axnlbe gthas ofro td ee X ti
an ethic of care will also be explordsiven that the field of higher education studies is an applied

one which draws on disciplisesuch as sociodyy, psychologyand philosophyMacfarlane &

Grant, 2012:621)this chapter mainly draswn perspectives from such disiies to inform the
understanding of these concepts. Perspectives from other relatecfedti drawn on where

appropriate to add to the understanding of these concepts and also highlight different aspects
(Ashwin, 2012:128;132)

4.2 Professional learning as a concept in this study

Accounts of the history andarctices of staff development, or professional learrang diverse
across the USA, Europe, Australia and South Africa. The South African history was given in
Chapter 2 (see Section 2.4). Sorcinelli, Austin, Eddy and B&¢l6)describe the chronological
shiftsinpr of essi onal l earning through their AFiI ve
60 years. The current era, connecting all the
(Sarcinelli et al, 2006:286) According to Grocci&2010) a drive for the improvement of
instruction startedtirring in certain higher education institutions in America during 1940 and in the
UK during the 1960¢éManathunga, 2014Puring the 1960s student demonstrations against the
poorquality of education across Northern America goectically in Canada promoted the
establishment of teaching and learning units in univergiiasoyan & Frenay, 2010:xii) 6 St a f f
devel opment 06, as it was called at the time, w
policiesttat an institution puts in place to enhanc
(Harding, Kaewsonthi, Roe & Stevens, 198Mhe main foci o&ll the work done within the units
respons bl e f or O st afclrricdienvdesign feaokeng &nd leamnéng and assessment
(Frick & Kapp, 2009:259)For the purpose of this studyowever | prefer to use the term
Oprofessional | eSectionil2Bdpdiowas expl ained i n
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Since theories of learning and adult learning inftmeprocess of professional learning of

university lecturers as adult learners in particular professional cortteegsarediscussed next.

4.2.1 A general theory of learning

Learning has &en the focus of much research over the years. Researchers from the disciplines of
psychology, sociology, biology and education haveistlthis phenomenon and many social,
constructivist and behavioural learning theories have originated fromfiblelse Amongst thee
theories are transformativearning(Mezirow, 2000) situated learningl_ave & Wenger, 1991)
workplace learningBillett, 2002) organisationalearning(Senge, 1990)kxperiential learning

(Kolb, 1984) seltdirected learningBrookfield, 1995) activity theory(Engestrom, 2000and adult

and lifelong learning theoriefKnowles, 1973, 1977, 1984; Knowles, Holton Il & Swanson, 2005)
to name but few. Most of these theories have focused on the process of individual learning which
takes place through formal and informal learning opportur(@isaton, 2004:43; llleris, 2007,

2008)

Although this study does not focaslelyon the psychological, sociological or biological aspects of
human learning, the contemporary and comprehensaay of learning formulated by llleris
(2007:2229)is helpful in drawingattentio to the specific lens through which the process of
professional learning was approached in this study. In capturing the complexity of the learning
process, lllerig2007)described learning as consisting of two basic processes and three dimensions
all taking place within a social environment ($égure 4.1below). The processes firstiyvolve an
internal psychological press of acquisition and elaboration aselcondlyan external social
interaction procesthat takes placbetween the individual academic and his/her environment
(including the social, cultural or material environment consisting of the home discipline and
department/physical venue/other individuals present in the same physicalesgacther

participants and facilitators/professional learning practitioners). The three dimensions of learning

identified by llleris(2007)include the following aspects:

content (what is learned in terms of knowledge, understanding and skills);
incentives (why we learn in terms of motivation,aion and volitionwhich supply the
mental energy to learn); and

9 interaction (how we learn in terms of action, communication and cooperation).

This theory of learning is diagrammatically representegiguare 4.1below.In the figure, the

processes atiadicated initalic textand the dimensions are indicated witiderlined text
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Social Environment
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gcquisition
individual

intergction

environment

Interaction

Figure 4.1: The processes and dimensions of learning according to llleris (2007)

llleris (2007:26posi t s t hat the focus of most research
dimension of learning and this is usually the first thoukht comes to the human mind when
thinking aboutd.t hTeh et efront udsl eodeamimonegewasisthedy howe v
6incentivesdéd di mension of the process iof prof
including those consideratiotseaet i nfl uence the individual acart
will to learn. The explanation given by llle(8007:23t hat | earning i s dAregul
di fferent s enamselythé encronmeniatanddhe peosoiadi(24), is also of

importance to this atly and this will become evidelaiter on in the chapter.

Because thistudy focused on academics as lecturers, the theory of adult le@rnéhgvant The
next section thus lodat adult learning before the focus mete the ndion of professional

learning.

4.2.2 Adult learning theory

Adult learning theory as describbg various authorfCross, 1981; Knowlest al, 20(b; Merriam

& Leahy, 2005has at its focus the learning of the individual adult. According to Knostlak

(2005:44) all the elements required for a theory of adult learning had alreaesged early in the
twentiethcentury, but these remainesblated insights, concepts gmdnciples as they had not yet

been brought together into a unified framework. Bgithe 1940s and 1950s many authors in the

field of education tried to unify these elements through publications and other disciplines, including
sociology and psychologgubsequentlalso started doing research in the field and added to the
understandingf the phenomenon.
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Although adult learning, as described by Know{es73, 1977, 1984has enhanced the general
understanding of adults as learners, it did not explain or add to the understanding of the process of
learning(Pratt, 1993:21and therefore rathés a model of assumptions about learning. This model
identifies the following characteristics of adult learners: adult learners need to know why they have
to learn somethinghey need to take responsibility for their own decisions and; likieg enter the
activity of learning with their own varied experiencsey want to learn in order to apply this new
knowledge to real life situationthey usually are tasland problercentred in their orientation to
learning and they are intrinsically motivated to legknowleset al, 2005:72) In support of the

last assumption, Zimmerm#h990:6)adds thatearning and motivation are interlinked and the one
cannot be understood without the ott@ne can only make a choice after you have seen the value,
the worth and the use of somethikgvakman(2003:151)also reminds us th#tctures are

responsible for the planning, executing and evaluating of their ownrgaantivities and

processes.

In the literaturethough,a shiftoccurredbetween 1980 and 2000 with a decline in research focusing

on the psychological aspects of the individual leaaserseltdirected learner, andcreasedocus

on the sociepolitical context of adult educatiaiMerriam, 2001:1Q)As early asl926, Lindema

(in Knowleset al 2005:37)stated that adult learning should be appreadh fivi a t he r out
situations, not subjectsoO because every adul't
concerning work, recreation, family life, community ligayd other such everyday isspyasd

t herefore fAthe currideutlhuem g[tsuhdoeun tdd sb enle ebdusi |atn da
have beemnvarned by Cand{1991:309hat a learner's need coufdleed change from sittian to

situation Pratt(1993:22)a | s 0 pr e d itension detwedn Aumantapeacy énd social
structures\yvould be] the most potentihfu e nc e s o n . Allbithese adpects waneioh g 0
importance for this study about the process of professional learning, because acadeadlick
learnersshould be motivated to make a choice to participate in and follow through with the process
of professional learning, but it does not always happen. In this study | attsimpinderstand the

possible influences on these decisions.

4.2.3 The notion of professional learning

The notion ofprofessional learnir@yesonates with my own understandargl for this study |
opted to use this term when referring to the

professional learning of academicsinposb mpul sory, terti@mew, or high
20045) instead of the more generally wused synon
0educational developmentd, &édgrowth opportunit
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devel opment 6, O6academic professional devel opme

devel opment 0.

The term 6developmentd is often under @atood as
product of @bi d¢lleres,00E:%) Whicinabviouslyds that thenfacus of this study.
Furthermore, the t e nmnegalive eonnethtiongmplingtwork af & rengedial h a s
nature, or a deficit mod¢Elvidgeet al, 2004:31; McAlpine, 2006; Webst#vright, 2009)

suggesting that lecturers aret doingagoodjoendneed t o be O0devel opedd i
(Van Schalkwyket al, 2015) Such a point of departure might also lead to lectdesigg that

neither the professional learning practitioners nor the institution are interested in them as
individuals and they might therefore respond
(Badley, 1998; Manathunga, 2007; GosliggP9)i nst ead of acting as f[ er
[and] agentic individuals capable of sdlfi r e ¢ t e d\WdbsteaWright, 20§90724)In this

regard, Taylor and Rege Co(@010:141y ef er t o t he fpower ful i nflu

on definitions. o

The process of professional learning of acadsrfor their teaching function is not an event, but a
complex procesgHarwell, 2003) According to Opfer and Pedd@011:378) professional learning

is a complex system which is often misunderstood and themgiyréocuses on the mictevel (of

individual academics or individual professional learning activities) without giving thought to the
influences of the meso (departmental) and/or the macro (institutional) levels. Such a single focus is
alsocriticisedby Trowler(2005:15)c al | i ng it A raswdlasiHarreades at t ent i ¢
(2011:82wh o states thatnduoehdananl iexcessiperpach f

the influences of the various fAsoci al relatio
consequences of focusing only on the individu
Ashton(2004:44) ndi cating that Athe wider institution
work and | earningo of these individuals have

on the learning process has not received enough attention. Wi{2@0Wl13)maintainghat an
understanding of how instiiohal and societal values and expectations influamdigidualsis an

important one.

These o6wider institutional conditions and f ea
individual academics as part of their meanimgking process and thusfio and inform the context
that emerges for each individual. Lawm{003:16)stresses the impi@ance of having to understand
the way thasocial and cultural contexts influersaeducation. lllerig2007:19)also emphasises that

learning is an individual activitgimultaneouslia | so O6embeddeddé i n a soci e
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WebsterWright (2009:712)t he i nt err el ati onshi p db eltewaerenni nfigtoh ¢

should be researched rather than acknowledged as being related, but then studied separately.

Opfer and Pedd€R011:397)are in agreement with this vieWhey sta¢ that the term professional

l earning includes the notomparef fioonhextenmd
devel opment & which f aoxcsuseastarniifliinSdchsommoda@wdy epmarcd
from O6passive devdlemapmemtg®d tod @paowtfiessi onal s a
6teachingbé [by professional | e a r(WaebstegWright, act i t i
2009:713) This approaclis thus moving away fra a transmission model becalsarning is at the
coreandlecturersare seen tqractisethe value of learning, both with their colleagues and with their
studentgTaylor & Rege Colet, 2010:148)Vhen lecturers reast themselves as learneesrhing

rather than tedung, becomes the core activiof professional learngactivities(Sachs, 2003)

Professional learning for teaching has many faces. It can happen infofimtallyr ough nor mal
i nt er gkKnight & Trawker, 1999:188bpr it can be formally organised through workshops and
programmegLeibowitz, 2014) Formal professional learning opportunities are structured occasions

for example workshops, lunch hour seminars, teaching conferencés;@ises and
gualifications.Informal professional learningn the other handakes place through a diverse range

of opportunitiesfor example through interaction with colleagues and peers in the department or
outside of the workplac@VebsterWright, 2009:705)reading of books and articles or browsing the
Internet attending conferenceand reflecting on teaching and learning experiences. This study is
moreconcerned witlparticipation informal professional learning opportunitigsSU as a research

intensive university.

The nature of professional learning is described by Trowler and K{#080:37)as fAsoci al ,
provisional, situated, contingent, constructed and culturalant ur e 6 whi |l e al so be
a context. Aligned with these authors is Web§t&rght (2009:703)who defines professional

|l earning as Acontinuing é soci al and rel ated
important conditions forprefs si onal | earning to take place wl
(p. 720). According to Kwakma(2003:152) (although focusing on secondary school teachers)

lectures 6 | e ar n i ocognedtedo theitownprofgsisignal goals ahhancingheir teaching

practices and this type of learning shotldrdorer at her be cal l ed Oprof ess
Professional learning is defined by Johngtt®98:1)as At he need f or profes:
|l earning as they practice and advance in thei
(1993:141) i s wwhetetha teresidn bétween institutional imperatives and individual

prerogat jwhesc he xsiosutlsdo be somewher e bhedtempten At he
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systemic change and the condi t i on.Shistdéfinitton e nga g

by Little (1993)leanstowards the purposes of professional learning which will be discussed next.

4.2.4 The purposes of professional learning

Professional |l earning for academics in their
promptedbypr cept i ons t h a(Boud&Brew2@12:1)Ehe aine o tHiecdmplex
process of professional learning is thodring about chang@®arr & Tagg, 1995; llleris, 2007:3)

In higher education the aim of professional learning for teaching would be to bringcabage in

the teaching beliefs and teaching and assessment practices of lecturers for quality student learning
to take placé€Badley, 1998; Elvidget al, 2004; Cilliers & Herman, 2010; Opfer & Pedder, 2011,
Boud & Brew, 2012)According toThe Carnegie Repof2008:26)fithe single most important

[ kKind of institutional support to strengthen
[learning] for educators whose work is criticaltos d e n t . JoyceandkShave(2002)

reported that professional learning should lead to the acquisition of new knowledge and skills which
should be implemented in ptae. If higher education aim® ensure high quality student learning

the challengevould beto start taking the teaching and learning function seriously and place it at the
centre of the intellectual life of the university by committing the necessdryeguired resources
(Rowland & Barton, 1994; Murray & Macdonald, 1992&F suggestedybVan Schalkwylet al

(2015) spaces should be created where teaching (and lecturers) cahfetuthe institutiofi i.e.
spaces where | ect(lrontor2810)8wrman énalbyervironment wauld exist
where teaching is valuebdoth by peers and by those in poWdicKinney, 2006; Buller, 2015)

where | ecturers get the opportunity Ato talk
ideas listenetb and taken seriously, to slow down for a moment and reflect, and to be recognised
by peers as contri but i ngHutclings 2000i65ppdwhdresthret | ar g

issue of workload is also attendedBunkin, 2001)

Knight and Wilcox(1998:98)suggesthatprofessional learninfpr the enhancement of teaching in

higher education s a fi spursuibe matlitchough the ulti mate ai m
improvement of the quality of student learning, it is not directly involved with it. Instead, the focus

of the work of pr6 e s si onal |l earning practitioners is to
(Dall 6Al band20b:cRDaR n@Al ba, Q&I deo dd wanizv e
lectures and theidevelopment of effective educational practice in order to enhance student

learning.In this process of ensuring student success, lecturers would be expectechtmutesir

students, caror their students angive careto their student¢Tronto, 2010:160)vhi | e bei ng
recei ver s @ccording i Baenet209:.435)t he fAprocess of coming
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words Ol ear nn)mgpersdhmy ma chayi tpirmperti eso and t her
(and becomi ng4d35a)r.e Thinsk endoot i(oppn of Obecoming6 i
(2000) whostateghat learning is an experience of identity as it transforms who we are and what

we can do. In an attempt to understand human learning, §2006:14)also addresses issues of
being, becoming and | earning throughout |[|ife.
skills and information, but also a process of becormit@gbecome a certain person, or conversely,

to avoid becominga e r t a i nSaghs, R0OI) n O

The purpose of professional learning is described by Keigak (2006:321)a s gai ni ng fAne
understandingso, becomirngofialgl é of d dddnpavwge bileit
o f Hrautl994:116)suggests that there is always more to be ledrmeaen for experts and the

support of a system of continuing professional learning is essential for sustaining and improving the
guality of professinal work. Professional learning for teaching should thus entearcca d e mi ¢ s 6
fiways of being (DaVveéodal byhrougd afédaissoB i$oth yransforming
their O6beingdé and their knowl ed g marnafotusorsthei | | s .
individual academic and a secondary focus on efficiency. The ultimate goal of professional

learning according to Guske(2002) is to bring about changbhowever,i change in the teaching

practice, attitudes and beliefs of academics that will lead to change in student learning. The
implication of this is that professional learning is a procesminging in the application of what

was learnedThrough professional learning activities, academics as lecturers should thus be

equi pped to act as fAchange agents to the mora

acquiring and developing the necessargwledge, skills, planning and practi@ay, 1999:4)

The descriptionopr of essi onal | earning as a fAdholistic
application é wi t h(Frick &Kapp,f2e08257)resonatés withrmg \detv iofc e 0
professional learning for teaching atheeestagedorocessThis isthe focus of the next section of

this chapter.

4.2.5 The process of professional learning

Previous esearchhasindicated that professionals often leémrough practicer experience and
Airefl ecti on h aearnirg that aehuires bhirg@vebstdr\right, 8009:720) 1t is
claimed by Eldeivass(2012)that individual hman beings are capable of reflection and choice.
Reflection according tdSchan (1983)and Eraut(1995) is a way ofunderstandinghe world as

well as a point of departure to make sense of and respond to experiences. This reftepaonof
the process of knowings ongoing and could happen before, during and afterteaching or

learning episode. Era(t995)suggests thateflectionfor-actiorbis anticipative in nature and it is
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where decisionabout future actions are tak&Reflectiorin-actiordrefers to context and
Geflectiononactiordrefers to focus. This explanation of reflection happening at different times
during the learning process also links to the tstage process of professabilearning as
described in this study.

In their research, Grossman and Sé28d.1)drew on previous research conducted in the field of
transfer of training by Baldwin and Fo(#l988) Blume, Ford, Baldwin andHuang(2010) Burke

and Hutching2007)and Chiaburu and Lindsg2008)to name but a few. Grossman and Salas

(2011) however, focused on the deeper investigation of those considerations already positively
identified by other authors as having a profound influen¢euwh a significant relationship to, the
transfer of training. | n otnhgert hvadr drse,s uiltthse ferxc
in fact transfer fand | ead to r €3rassmam&Salash ange
2011:104) The considerations listed by Grossman Sathg2011:106)an be divided into three

main categorieghefirst of these being characteristics of the individual academic including

motivation, seHefficacy,cognitive aliity and perceived utility of what wasarned. The second

category is the design of the professional learning opportunity and inchatkdlingof specific

behaviour error management atioe creation ofealistic training environments. The last category

of considerations comes from the wantkvironment and includdke level of support, opportunity

to perform, contexand followup. This summarpy Grossman and Salé3011)gives further

motivation to define professional learning as a process happening in phases.

In their study aboute considerationthat influence the transfesr as | prefer calling it, #

application or implementatioof what was learned, Grossman and SE841:105)suggest that

research should investigate which ofthelt i f i ed factors are fAmost i
after [a professi oThiasuggestion of phasegor siaggs o thé pratast oy | 0
professional learning is aligned with Tessmer and Ri¢h@97:87)stating that professional

|l earning takes place in a -lcoartreixngiad, rtamrgeu gh

the -Opasti ngd phases.

In keeping with the threphaseprocess of professional learning, Opfer and Pe(ifr1)give
guidance about the facttHattures 6 wi | | i ngness to | earn (phase
Apower ful combi nat i o rfstandgfior kndwkedgfOpfer & Peedern, e nc e s,
2011:387) The beliefs thaectures br i ng to their work fAare shap
haveexpereced as studentso and these beliefs cons
imagesrelated tdearning (bid.). Opfer and Pedd€R011:388)urther explain that, durgpphase
two when lecturers are participating in a professional learning opportunity, the experience of
Acogniti ve accocnefpltiacbtl ce ofird ipasesnalexpecatons larel sense efn
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efficacyo, coul d cr e alhteethadphasemptiee process of prgfesgional | e
learning, the perceptions and beliefdesftures are the most significant predictors of change

(Opfer & Pedler, 2011:389)Trigwell (2012:618)Youndthatl e c t amoBoralsexperiencesould

explain thefilimited success o well designed programs and the reaqaris/] new teaching

strategies are often not adoptadeven attempted

The division between different phases during the process of pavfakkearning is a useful one
indeedfor this study aiming to understand the role of context in the decisadmng of academics
for their participation in, and follow through with, the process of professional learning for their
teaching role at a rese&rmtensive higher education institution. This framework with its tripartite

division of the process of professional learnvastherefore used in this study.

For the purpose of this study, professional learmiagthus defined as a threstage proces3he
process of professional learning starts with a decision to participate in a formal professional
learning opportunity, followed by the actual attendance and decision to learn during such an
opportunity and then following through with a decision to iempént (or not), what has been
learned As will be explained later in this chapter, these phases all take place withliailghesality

of the individual academic arade interlinked.

Becoming involved in each of the phases in the process of professiarmahp thus implies an act

of volition which necessitates some understanding of how decisiotekare

4.3 Some understandings of how decisions are taken

Saaty alerts ut the factthat everything we do consciously and unconsciouslys the resulbf a
decision(Saaty, 2008:83)All humans are thusdividual decisiormakerg(Klamut, 2012:163and
human decisiomaking influences actions. Decisiaraking is defined by Langley, Mintzberg,
Pitcher, Posada and SaMtacary(1995)as some commitment to action. Zeldt982:86)defines
decision makin@siia process of learning, understanding, information processssgssing and

defining[of] the problem and its circumstanaes

Decisionmaking only comes into play when we have options. In order to take a decision,
alternatives must be wei ghed gSuaaty, 2008 Thihiddensgt 6 a
by applying specific criteria to compare and evaluate available alterneti@es/e at the most

suitable option. Such a process is a complex one and usually impliestie@&ati & Asher,
2001)between issues such as importannemportance, prospective consequences, quantity and

guality (positive and negative) of consequences, riskiness and cogmithaemotional involvement
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(Klamut, 2012:161) Clark and Straug2007)argue that it is the interplay between these different

elements and not their mere existence which influences deansikimg.

Decisionmaking was prominely studied in the 1950s and 1960s in the field of Economics

(Rohrbaugh & Shanteau, 199%)is argued by Rohrbaugh and Shant@2199:2)that the

integration of the contextual, cognitive, and personal considerations forms an integral part of
decisionmaking. According to Clark and Stray@907:10)theconceptob c ont ext 6 shar e
elements withlthe notionof habitusas explained bourdieu (197), asit forms the backgrounfbr
decisionmaking.In a study of careeretisions among college students, M2000)found that the

topic of the decisionthe personal considerations of the decisi@aker and the prevailing cultural
considerations may result in rational decismaking being situational. According to Rohrbaugh

and Shantea(1999:7)t he situated context has a strong in
These authordurther identify preexisting response patterns, time pressure, saliency, affect, and

perceived risk as factors which could impact on decigsiaking (bid.).

According to Mau2000)and Phillips, Friedlander, Pazienza and K@885) the most widely
recognised typology of decisianaking styles comes frothe work ofHarren(1979) This

typology indicates thatatisionmakingcan either beational (deliberate and logitdecision
making), intuitive (decisiomaking influenced by emotions and feelings) or dependent (decision
making based on opinions and expectations of otlidesyen, 1979)Some studies indicate that
females are more likely to follow a dependent or intuitive decisiaking styleg(Phillips et al,

1985; Mau, 2000)

Hastie and Dawe@001)compare dcisionmaking to information processing with the aim of
choosing the most useful alternative. Decisimeiking isa complex mental process distinguished by
a sequence of three interlinked phages:decision, decision and pedécision(Svenson, 1992;
Hastie & Dawes, 2001 PDuring the predecision phase alternatives are weighed according to
importance, availability and consequences in order to obtain the correct information to make a
decision. This is done through the exation of the expected outcomes, a subjective probability
rating and a calculation of the potential risk involygdzielecki, 1969) According to the theory of
reasoned actiofAjzen & Fishbein, 198Q)he results of this weighting angauation process
determine the personbds belief about thedevario
towardsh es e al t er n a tthe wikte leaaun(\tan Eekeberd ¥ermuot & Boshuizen,
2006:410)Thi s wul ti mat el y s denisionsiabontctheirsactiofidaawelh 20023 o n 6
The second phase is when the selected choice is actually undeiakeg.this phase a person
Afappr oac h[ es ]swidhadexgedence(Vaa Eekeletkbtealg 2006:420) The last phase
is an evaluation of the choice that was madewell as the accompanying consequef®esnson,
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1992; Rohrbaugh & Shanteau, 1999; Hastie & Dawes, 2001; Klamut,. 2012 should thenead
to a willingness to change behaviotlihe three phases in the decisiaking process are
interlinked and sequential as they repre$difterent decisions concerning the same issue at

different points in time (Langleyet al, 1995:271)

The notion ofAcademics as teachymprofessionalsvas discusseith Chapter 2 (see Section 2.4.2)
The implication of wuniversity teaching being
path similar to other professigrsich as law or medicinér example Decisionmaking @ a

concept irthis study couldhus parallethe decisiormaking process of individuals in terms of their

career choices or for sellevelopmen{Klamut, 2012)

4.3.1 Decision making in career choices

Hodkinson and Spark€$997)deplorethat individual decision making for career choibesnot

beengiven enough attention by researcharthe sociological field. They suggestédbdkinson &

Sparkes, 1997:3@hat research in this field could shed light on issues of structure, agency and

choice, which are aspects of importance to this study. Research results as reported by Klamut
(2012:172)ndicate that affective consideratiopsyedthe most importamnole in decisionmaking

for seltdevelopment. Klamu2012:172f ur t her sai d that dAindividua
understanding and experiencing of reality (re

How decisionmaking isdefinedin this study drawsmthe Social Cognitive Career Theory (SCCT)

of Lentetal(2002:275) SCCT mainly builds on Al bert Band
(Lentet al, 2002:258) This theoryemphasises cognitive, sedgulatory and motational

processes while highlighting personal agency. It aims to trace the interplay between various
considerations in the decisionaking process for career development, specifically the transactions
between persons and their environméhentetal., 2002:259260).

Decisionmaking as part of career development is a cognitive and volitional action subject to
barriers in the areas of choice, change and gr@veht et al, 2002:276) Career choices and
outcomes are influenced and constructed by theiindiu al academi c0s -per sona
direction anch ¢ a d e beliefs abdut their professional lifeorld. The key personal building
blocks incorporated by SCCT are sefficacy, outcome expectations and personal goals. Drawing
on the concept of se#fficacy as originally described by Bandura, it is defined as a set of self
beliefs including capabilities and affective states. Outcome expectations are defined as potential
consequences of an action and play an important reletivating behaviour. Gdscan bealefined
as thewillpower to participatein an activityancasiia cr i t i c al mechani sm t hr
exercise personal agency or selfmp o w e r(lemst et &1,02002:263)
75



Merriam(1998:50r emi nds wus that no educational probl e
human behaviour o.s S$Steaetf wmteh ersome tdsedach staaiy eome i n d
theory, some thinking related tothe pbhd t o revi ew and apply in or
hand. For this reason | turned to the discipline of Econordce s 0 cal |l ed 6t he stu
c h o i (Robexrt, 2007) for the theory of opportunity cost in an attempt to shed light on the

outcome expectations influencing academics when they have to take a decision to participate in the
process of professional learning.

4.3.2 Opportunity cost in decision making

One of the basic concepts adhomics is the scarcity of resourchetMBA (n.d.) states that

scarcity alwaysmpose a tradeff anda tradeoff alwaysresulsin anopportunity cost. Opportunity

cost is defined bleininger(1977:248after Sameulsen 196a sfordgone opportuties that have

been sacr i f isacefided®fdeirgsamething blse is Galled opportunityccdstother
definition is Athe benefits you | (Peader,bd) choos
which is useful when evaluating the cost and benefit of choices and is often expressed in non

monetary terms.

In contrast with the costf @oods or servics whichis often expressed in monetary terrtg

opportunity cost of a decision is basedinat must be given up (the next best alternative) as

result of adecisior® (NetMBA, n.d.) or achoice Any decision involving a choideetween
availablealternativeghereforeimpliesan opportunity costNetMBA, n.d.) Foran individual to

make the chige aboutparticipating in a formal professional learning opportunity and following

through with the process of professional learning, the perceived positive expectations of such choice
should thus outweigh the perceived negative expectations. Coming@ fidferent point of view

are Clark and Straug2007:13)who claim that many individuals do not make choices or take

decisions based on such a process of deliberatidrweighing of the cosf different options.

They maintait hat people often respond to situations
t humbo without spendi ng Whemtentemplating thedecisppryto on  d e
participate in thgrocess of professional learning for teaching it seems as if most lecturers do go

through a process of deliberation.

Decisions in the real world often have to be made intneed without knowing what the exact
consequences could fBellman & Zadeh, 1970)n his bookCost and Choie, Buchanan
(2010J1969] describes opportunity cost as always based on predictions and anticipatidghss
being forwardlooking; as being subjective di# exists in the mind of the decisisnakeo

(Buchanan, 2010:46and the cost itherdore alsoentirelyborne by the decisiomaker as coming
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into existence when the individual is faced with an act of chiotbes always being attached to a

choice context and impossible to be calculated by an outside observer. Opportunity cost, according
to Robertg2007)andBuchanan([1969] 2010:48p | way s h aisn fal fiermoiiftcg@o or
inhibiting componenta s wel | a s fad ufeolt @ickeuing compohenti Both of

these components are of I mpaftaepaoei hopriteb mp os
the O6obstaclesd encountered biliastobeemadenodi vi dual
participate in the process ndfl upmafeads icomglo nlea
the choice has been made and consists of the consequences the chooser or a third party faces as a
result of the choice. Such consequenceséten affeciaden and could become apparent in any of

the three phases in the process of professional learning.

The concept of opportunity cost is illustrated by the following example from NetMBA.com

(available ahttp://www.netmba.com/econ/micro/cost/opportunity/

if an individual only has time for taking one elective course, then taking a course in micro
economics might have the opportunity cost of a course in management. Whessiexgypttee cost of

one option in terms of the foregone benefits of another, the marginal costs and marginal benefits of
the options can be compared

If this example is translated into the situation at hand in this research, namely the choice to
participatein the process of professional learning for teaching, the example couldsréaltbws:

if one has time available to spend on only one of the three roles expected of an academic, then
choosing to participate in the process of professional learning firitgamight have the

opportunity cost of spending time on doing research

In the context of a researahtensive university, where the rules of the game are clear about the
value of research capital, the decision to participate in the process of praieksaomng for
teaching could therefore be seen as Oprofessi

According to Rohrbaugh and Shant¢4099:3) context affects the perceptions of compatibility

between options and strategies depending on the perceived utility of the potential outcomes.
Hodkinson and Spark€$997:37)mentioned that a resource may be experienced as either positive,
negative or neutral, dependingbrh e cont ext wsed.IClark ath Btraus€2007:18) 1 s«
describe the role of the institan (structure) in the decisianaking processf an individual as

O0f ramiFmgaéni ngd i s def iISmeteh(l®99)a RoAht baugdi andg ph
choiceprocess whi | e Tver s K$1l)eeferdo frEnany asestrdingoptions where
suchdescriptios influence the reference points from which options are judged. Such a frame exists
where institutions provide a structured context for decision mdiingdividuals. This is often

done byutilising incentives and penaltiéisrough thepenalisingof certain behaviour and
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encouraging other behaviour. This description aligns with outcomes expectations as described by
Lentet al.(2002:262) Within the context of the research intenshrgher education institution

where research pdal is valued more than that of teaching, the opportunity cost when deciding to
participate in the process of professional learning for teaching could potentially be very high for an
individual academi¢Leibowitz, 2014la nd coul d probably be ssan as

O6penal tyéo.

On a personal level, available time as a O0sca
worldwide seen as influencing the choices academics make concerning the process of professional
learning for teadimg. The researcteaching tensin within the researcintensive higher education
institution is ever present and maki-relgeda choi
professional | earning might havewhchmighgratiurn v e i
have a mgative influence on his/her wellnesgich could have a potential negative influence on

their teaching task and relationship with their stud@fisght & Trowler, 1999; Blanet al,

2002)

Accordingto Hodkinson and Spark€$997:32) decision makingtakes place through interaction
whenthesoi al and cultural considerations become
experiences and identity. Such a process is described as a messy and uri@dgrio8eStrauss,

2007) Clark and Straug2007:11)also indicate that decisianaking practices reflect both

findividual agency and structural relations of place, pamer positiod. However, according to
Leibowitz (2014:54) structure and culture are often so closely related and intertwined that it could
be difficult to separate them. Individual academics approach a decision through their own internal
mental processes whicheanfluenced by memory and emotions that interact with the external
environment and the problénsontext(Rohrbaugh & Shanteau, 1999:8ccording to Mouton

(1996:8) our stocks of knowledge as humans help us to copedaith reality. We would therefore

draw on previous experiences and knowledge in support of solving problems, reaching consensus,
gaining wnderstanding and supportidgcisionmaking.The individual academds choice ad

ultimate decision about participatimgthe process of professional learningtaching is

influenced by his/hedaily reality and individual contextAccording to Kleinmuntz and Schkade

(1993) improvements in decision making could be made\mjuating and changing the context of
daily reality.Positive experiences and personal successes will therefore be important enablers for

decisionmaking as it raises se#fificacy(Lentet al, 2002)

Before any professional learning or change can take plaegsverthe individual academikas to

take a decision and exercise choice within the complex space afdiigireality abouttheir

participation in the process of professional learning. According to Rohrbaugh and Shanteau
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(1999:4) it is important to recognise the impact of context in the study of decision makiag.
relationship between decision making and context is confirmed by ata&trausg2007:10)

when arguing fithat context i s makng:itieprdfoud & .mpor t

44 &Cont exacoreconceptin this study

No learning takes place in a vacuum and neither are any decisions ever taken in a(Zatemyn

1982:92; Clark & Strauss, 200Mhusthec onc e pt  Operbapd the single mossimpidrtant
influence on r e {Bbud & Walkern1998:096%plthoeghitrisrrarety gxamined in

any depth in researqiVebsterWright, 2009:723)If context is such a powerfabncept and

phenomenon, the questitimat immediately arises is whyseemstobé r ar el vy exami ned
possible answer might be given by Boud and Walk888) namelyt hat cont exatd i s 06
0taken for granted©o. Defining and exploring t
important step in trying to understand what it is, what role it plays in the denisiking of
academicsboutparticipating in the process of professiolearning for teaching; also how and

why it plays that role.

4.4.1 Definingt he concept of O0contexto

The concept of O6contextd has been the focus o
has been attached to 8ome of these are des®d by leibowitz, Bozalek, Winbrgy and Van
Schalkwyk(Leibowitz et al,, 2014)when referring to context in terms of one or more disciplines of
knowledgepr context as time when used in phrases
to unique domains such as o6in the political ¢
(1995:11)wh e n i mp ényironmgnt ia whicliithe features of the system are either reproduced

or transformedo. This systemic connotation ca
institutional or be individual.Context is also a prominent term for Blackmore, Chambers, Huxley

and Thackwray2010)w h o ¢ acbnitextdaldntelligeénae Closer to thedcus of this study,
Leibowitzetal (2014)r ef er t o hi gher education institutioc

practices. These were discussed in Chapter 2 of this study.

Context is exfained by Tessmer and Richngy997:87)as a complex phenomenon which

Asurrounds its members as a csonaoltanesusim@cEONq@a e s e n
number of mutual |y .Aoccbrding & WehsteWWright(2009s723jicentedtt i o n s
is not only the Aobvious physical |l ocati ons a
of practiceo but alsexiprecltade ®nii mmpdoidextist awo dk

thus also created through language and communic@iee, 2004)Augieret al (2001:129) after
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McDermott(1979, st at e t hat fipeople in interaction be
andthey,in quoting Dilley(1999)i ndi cat e t hat fAcontext 1 s both
itself the outcome of soci al action, it iIs bo

This view of @ntext emergin@s a result of the interplay of variocensiderationss further

elaboratedy Augieret al. (2001:128) Theyr e f er t @1962)ddfiratinnyof context as an
Aindividual constructo based omefSwhathdt ie mem d
an individual encounters a situation, includi
interpretation of a sibid.)uwahng2@0k) confimatt h arte sau | ptesr s ot
behaviour and attitude stemming from encountering certain situations cannot be negated. The
human element in the creation of context should therefore not be underestimated and it is the
interaction of different consideratiortsat creates such a context. Against this background, the
definition of,astuseein thigestugposisahatrcanixt isndndividual
phenomenormergingwithin the daily reality of an individual as a result of theerpretation of a
situationcreated by thenterplay of considerations from the personal and professional spheres of the
life-world of the individual.

The explanations of context as given by Augieal (2001)can be interpreted against the

background of the socicultural theoretical underpinnings taken from the seminal works of Alfred
Schutz(Schutz, 1954)Peter Berger and Thomas LuckmgBerger & Luckmann, 196Gnd

Schutz and Luckmanfschutz & Luckmann, 1973These authors had a deep interest in the
explanation of human action and their work th
c o n t(Augierét al, 2001:129)al so referrwartddas the 61ife

442 Vi ewing 6cont exdrdl cas dfheamliifdl vi due

One way to view context wsortl o ddiesdiial.@rgohallyd e scr i b
writing from a phenomenological viewpoint, Schutz and Luckm@8@3)defined the lifeworld as

the world into which all humans are born. Gurwit§t866:120)ndicated thatalifevor | d i s #fA't
worldinwhic h we pursue our goals and objectives, t
The lifeworld of an individual is defined by Huss€t970)as the world in which human beings

live, experience and perceive. This@rld is inherited but it also assists in structuring our
understanding of it. It includes our-eaistence with others and, as such, is more than thenaafti

our will; the life-world is the constantly changing situation of our thoughts and perceptions within

our social environmer{MerleauPonty, 1962) The lifeworld is a reality that can be changed

t hrough an i1 ndi visddnangedhe ace of arsindividii@thutz & tuckenann, a |
1973:5)or as explained blyent et al (2002:26), humans are both products and producers of their
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environment. Our lifevorld thus influences our actions amesten more, influences the choices we
make about how we a@idabermas, 1987:128; Adams, 2006; Gladwell, 2006; Maxwell, 2012:19)

Authors such as Medd934) MerleauPonty(1962) Husser(1970) Schutz and Luckmanii973)
andPozzuto, Dezendorf and Arr@addigan(2006)indicated that humans are alib be
simultaneoushaware of themselves and their surroundiwgkin their lifeworld. Within these

spheres of theirfe-world, individuals are able to create distafogiving them the perspective for

seeing themselves in the world. Thisgess of ttancing provides amdividual withthe

opportunity for choice. He or she may choose to act in the same way as before or can choose to act
differently. This choice would be based on a process of refle@ead, 1934; Blumer, 1969The

action of choice is always within the lifeorld and is part of the process of the continuing

construction of the lifevorld. This implies that all thinking within the |Heorld is rooted in the

past buis futureoriented(Schutz & Luckmann, 1973:19%chutz and Luckman(i973:18)also

claim that the lifeworld is the area of practice and of action and therefore issues of action and
choice should Ahave a cewadr.ddgéthedwithcHabeimas t he a
(1971) Schutz and Luckmani1973)describe th&colonization of the lifevorldéwhen the

influences of an external power infiltrate and destabilise thevitidd of the individual.

We all find ourselves in a situatiafschutz & Luckmann, 1973:1000o0 whi ch we al | b
of knowl edge based merevery@asnentdf conseials lige. 6§).cach e nc e s 0
situation is defined and interpreted with the help of the stock of knowledge and each situation is
endlessly variableilfid.) . Previous experiences are vital el
knowledge.Ee r y new situation or experience wil!/| be
experience and histo$chutz & Luckmannl1973:59, 78)The life-worlds of all individuals are

different from each other because theehend now of each individual éfferent(Schutz &

Luckmann, 1973:59,78A specific situation might therefore be interpreted differently by two
individuals. The context that emerges for one individual within any given situation would therefore

be different from that of another indiwidl, as could be the choices they make. It is also important

to note that no specific situation will ever be repeated adamh:49, 7879) as all situations are

temporal.

In more recent times, Sztomp008:7)indicated that people have becominselyaware of

their frapidly changing  a stri#inglif newo, life-world. Thesenew realisations call for a new way

of looking at the lifeworld from a sociological point ofive w . He calls this new

s 0 ¢ i owhiohdgogude®n social existencdt comesa f t e first sobicdogwiwhich focused on

socialor gani sms and secegnd $soeamgywhich focdsedntbehavibur and action

(Sztompka, 2008:1) The message of the &édsocial existenc
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interpersonal field, an intdrtuman space, filled with encounters, contacts, interagtions
relationshi ps, s o cithiathe ebevyday experiendetbedifeavarldd | i n k s 0
according to Schutz and Luckmafi®73) The lifeworld of the individual academic is thus a

social pace influenced by the interplay of various considerations.

Wieland(2007:13)war ns about the fAmyth ofwoddeofmar ate sph
individual where the individual as person is seen to be primarily responsible for the choices they
make and the broader influence of the professiomalisaot included. We are also reminded by

Tripp (1994:71)and Trigwell(2012:609)hat lectures practices are not determined by their

personal valuedeliefs and experiencesly, but also by the social and material conditions of their
professional existencethusthe transactions between the personal and the profes@ienaét al,
2002:260) How the different spheres of the lieorld shape and influen@en i ndi vi dual 0s
experiences and enactments could be studied through drawing connections betseteveise

(Wieland, 2011:165)Of importance to this study is the reminder from Hutchings, Huber and Golde
(2006)about the importance of also thinking about the carekacademics, as the integration of

the spheres of work (professional) and life (persoifékese notions of integration and intersection

of the spheres of the IHe@orld are illustrated in Figuré.4 below.

The 6c ont tedy enterges fromttHaterpraaton ofa situation created kihe interplay of

various considerations from the personal and professional spheres of the life world of the academic.
The professional sphere is the culminationofariuével | ed concept sea a Oc
Figure 42 below). The broadest level of the spiialthe macrdevel and it includes the

international and national higher educatemvironmentsas well as universitieand research
intensiveuniversities in particular (see Chapter 2). The nexllefthe spiral is the medevel

which includes Stellenbosch University as a researgmsive institution (see Chapter 3) and the
academic department and discipline where the individual academic is academically and
professionallyactive. All thesdevds feed into therofessional sphere of thiée-world of the

academic which is placed on the mitewel of the contextual spiral. For the purpose of this study,
the term O6pwwrfleds& iwinlall He fesed when reatbaerri ng

spiral where all the larger spirals meet.
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Higher Education International
Higher Education South Africa
Stellenbosch University

Academic Department

Academic Discipline

Professional sphere
of the life-world

Figure 4.2: The contextual spiral of the professional lifeworld of the academic
4.42.1 The professional sphere of the life-world

In this study, he profesionalsphere of the lifavorld of the academisubsumeshe structures,

roles and role players (See Figur2 dbove) in higher education and at the institution discussed
before. Furthermoret also includes the physical infrastructure where academiastbaexecute

their daily tasks and responsibilitighe studentsas well as the prevailing discourses about issues

of teaching and learning and professional learning for these functions at the employing institution.
Each of these aspects with its asatad considerations as evident in the professigptatre of the
life-world of an individual academic could influence the decision of the academic to participate in,
and follow through with, the process of professional learning for teachimg isdiscused in

Section 4.5.2 below.
4.4.2.2 The personal sphere of the life-world

In Figure 4.3 thepersonakphere of the lifavorld is illustrated as intersecting with theofessional
sphere of the lifavorld of the individualThis sphere encompasses theguei personal
considerations of the individual acadenBeing an academic in the South African higher education
systemincluding he three roles of the academic, academics as lecturers in higher education and
academics as teaching professiomalsliscussd in Chapter 2 also relates does the

characteristics ohdult learners (see Section £ Thesemore personalansiderations couldlso

83



influence the decisiomaking of the individual academic to become involved in the process of

professional learng for teachingThisis discussed in Section 4.5.
4.4.2.3 Sphere of the daily reality

The sphere of thdaily realityof the individual is created at the intersection of the professional and
personal spheres of the hfeorld of the individual lecturersge Figure 4.3ndis thus colonised by
considerationgrom both sphered.he sphere of thdaily realityencompasses what a person does,

feels, and thinks every da&pplying the social existence lens suggested by Sztorfgi8:3)to
thedailyreality it f ocuses on whwltbetweensstruttiyyes and acpoasn s f a't
where the constraints of structures and the dynamics of actions produce the real, experienced and
observablé daily reality.

Higher Education International
Higher Education South Africa
Stellenbosch University

Academic Department

Academic Discipline

Professional sphere  Daily Personal sphere

of the life-world reality of the life-world

Figure 4.3: The sphere of the daily reality of the academic ahe intersection of the personal
sphere of the lifeworld and the narrow end of the contextual spiral of the professional sphere
of the life-world

According toKalekin-Fishman(2013:724) all attempts to understand the complexitiedafy

realitys houl d | ook at how Ati me, space, alved power
experience iThhd hxo®eivelrgygyayof everyday |ife cl:
realisationo of experiences ,tueatopseisibiliiyatthishe eve

level, should be studied right the(8ztompka, 2008:135tudying and understanding tixeeryday

with a life-world orientation is seen by Counsell and Bo¢2ly13:5)as an attempt to shift the focus
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"from systemic control and domination toward understanding direct experiencescowitgxts,
life skills,andsefr esponsi bi l ityo of the inrdntevi dual . Thi
al.(2002:255st at i ng that humans ar e nfots inteuraet ifiobneanle ffi

ar activédagentand shapersd of their own | earning

We are remi nded b yRONghatwa mneedacmudder§t@and thd irdenpersonal,
historical, individual, culturalprganisationahnd global wodspeopleinhabitin order to explain

why people are the way they are and do the things theljaonderstanditherthe individual or

the society, we need to understand bdtlis complexity originateBom the ongoing, dynamic

relationship between higheducation institutionandh e i ndi vi dual academicbd
environment because of their interactive, reciprocal and intertwined ristutieukrishna,

2010:135) This complex interplay is indicated Figure 4.4below.

Life-world

—_— "
— ..

Professional % Persomal %
'I ; ' hereof | |
| | sphereof | Daily spher

\ I-, the Life- h reality ﬂ‘ the Life- .-l |

- Contest for decizsion- '“ Phasel
< making for process ——=—=| Phazel
“~.__ ofprofessionallearning _—" Phase3

Figure 4.4: The influences on and from the sphere of the daily reality of the individual

academic

4.4.3 Context as daily reality

Thesphere of thelaily realityis explained by Schutz and Luckma(i®73:3)as an individual

humanés primary or paramount reality" driven
it consists of "multiple realitiesth whichindividuals can engage themselves aad change

t hemsel ves. Accor di ng@homas &THomas,dRB)ofniafs & hper £ aond
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a situation as real, it i s rhesubjectivainterpresatioca ns e g
a situati on becomediywhickinfluencgéther bedavieulana actiothsa i | y r
Within the sphere of theaily reality, the interplay between considerations from the professional

and personal spheres creates situations which the individual lecturer interprieth@ameémeges

asan individual contextFollowing on the work of Berger and Luckmad®66) o6 cont ext 6 i

studyis defined as an individual construct within they reality of an individual

Within a social constructivist perspective, the constructiahady reality is an ongoing, dynamic
procesdy individuals acting on their interpretations and knowledge of situations. This construction
of daily reality has to be maintained anda&irmed constantly and this process introduces the

possibility of change.

The social construction afailyrealityi s i nfl uenced by individual so
material objects as well as by their own life experiences. This reality is also shared with fellow
individuals and we all influence each other within this social context. Even when indi\adeials

alone, they have whadargaret Archec al | s fAi nt er (Aecher, 2000B¥8piths at i ons
virtually present others which influence their motivations and actidms lived reality in different
academic departments also differs from one andifrexvier & Knight, 2000:29)The way that

each individual defines his/her everydatyations depends on their backgrounds and experiences

and because of thjghe reality ofachi ndi vi dual i's different. An i
situation could either be good or bad, enabling or hindering and this interpretatioriluaihce

how he/she will respond to or act upon it.

Influenced by the work of Alfred Schu(dchutz, 1954)Berger and Luckman{1966)argue that

daily reality should be described as it is stncted in the minds of ordinary peopléis reality is

defined asia quality appertaining to phenomena that we recognize as having a being independent of
ourownvolitonl we cannot ¢ WBeder &tlLuclknmannal96é:3forthe purpose of

this studythedaily reality of an individual is therefore also equatetheir individual context.

As explained by SztompK&2008:9) daily realitycomprises both public (professional) and private
(personal) life. Thesphere of thelaily realityof an academic is thus constrettat the intersection
betweerthe professionaphereof thelife-world (Kirby, 2000)of being employed as an acaue

at a researcintensive higher education institution (professional) ang#érsonakphere of the life
world of the individual (personalyVithin this intersection certain conditions are constituted within
which individual academics need to wdilkaylor, 2008:27and take decision3 he reality of the
academic at a researaitensive university ishat the individual is constantly pulled in different
directions because of various and rising expectatibekanty, 2008:129and functions related to

the job. The result of this is that individuals often experience success or frustration in their attempts
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to actualise their goa[8erger & Luckmann, 1966:35Younger academics might struggteen
morewith balancing or juggling everything than more experienced and older acadBeli@sty,
2008:129)

Theindividual context for the process of professional learning for teaching is seen as continuously
emerging(Augier et al, 2001)as and when individual academics experience and interpret various
situations during the different phases of the precégprofessional learnin@elderVass, 2012)

These situations are creat®dhin the sphere of thedtaily realityas a result of the interplay

between considerations from thersonal ad professionaspheres of theiife-world. This
interrelationship is diagrammatically represented in Figutealove It is within thisdaily reality

that individual academics have to take decisions as to their participation in opportunities for
professonal learning of teaching, to learn from such opportunities amdgiementwhat has been

learned.

Both the professional and persosaheres of the lifevorld of the individual academic contain
numerougonsideration$ some often more intense than oth&he complex interplay between

these considerations from the personal and professional spheres create situations wlgityn the

reality which the individual acaemics interpreas part of theidecisionmaking about the process

of professional learning T hi s f me d(Tessmer@& Richieya k097 B&pasiatesn an

opportunity costwhiclt an fAi nhi bi targri nfga die)gindisdthas] at(o v
pervasive and pot ent (Téssmerc&Richey 199M8pJhid netianrisn i ng ev
echoed byVright et al. (2004:144)when quoting Mauksch and Howd({}986:73)who arguehat

the |l ecturerds Aperformance, behavicontext and or
Scribner(1999:242)stresses the importance of being mindfiuthe fact that context is

Amul ti di mensi on a Hiffeeem ichdividualrcontextsdightemedge forldiéfarent
individualswhen exposed to similar influen¢es certain considerations and variables might be

more applicable to specific individuals or to all individuals, within a specific situ@iiboi, 2003)

Learning, including professional learning as a process of knowledge cr@2diavola &

Hakkarainen, 2005:535)ften happens througilynamic interactiorsamong individuals and/or

between individuals and their environmefit®naka, Toyama & Konno, 2000:30)n this instance

a researciintensive universityknight, Ta i t a n (2008:320xiot@idos professional larning

asani interplay between individuals and their e

understanding of the role of context in the procesheybrofessional learning of academics.
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4.5 Professional learning as a decision

Within each of the threghases of the process of professional learning, the intricate relationship and
interplay between different considerations frompkesonal and professiorsheres of théfe-

world create specific situations for the individual acadetmatare interpretd by the individual and
emerge as unique individual contefdaigier et al, 2001) These unique individual contexts in turn
influence the individual academicbs decision
of professional learning?eople consider the implications of their acsidrowever before they

decide whether or not to perform a given behaviour. Thus what happamsse onef the

professional learning process already determines what will be happening in the appdication
learning phase (Phase @&hiaburu & Marinova, 2005; Merriam & Leahy, 2005:k) this regard

we are reminded by Scribn@r999:242xhat knowledge has to be usadsome form in order to be
acquired and become a part of the user. This notion is also supported by Burke and Hutchins
(2007) as quoted by Grossman and S&¥11:110s t at i n g {rdineng mativiaten, i pr e
motivation to learn and motivation to transfer have all exhibited important relationships with
trai ni ng Ajegen &nd Bighteisn (1980)ef er t o t his @asdoObehavi ou

As discussed above, tdaily reality providesthebi Cont ext t hat i nfl uenceée
decisionmakingaboutbecoming involved in the process of professional learimgigure 45

below, the phases in the decisimaking process (on theght-hand side of the figure) show
similaritieswith the phases in the process of professional learning (on tHealedt side of the

figure). Both of these processes are influenced byaiig reality of the academic and one may

thus conclude that becongiinvolved in the process of professional learning for teaching is a
choice-one whi ch i s i nf | Walyreaktydorindiyidualdordextéar thel e mi ¢ 6 s

purposes of this researc¢he individualcontextimplies an accompanying opportunity cost.

88



PROFESSIONAL LEARMINGOF DECISION-MAKINGOF
INDIVIDUAL ACADEMIC INDIVIDUAL ACADEMIC

. Weighing
Choice - ‘ =
Alternatives

Undertaking

- ‘ the choice

Application: Evaluating the
Leading to - - choice and
change Consequences

Figure 4.5: Mapping the influence of the daily reality on the various phases in both the
processes of professional learning and of decision making

As alluded to before, the individual academic needs to take a decisiacotodevolved in the
process of professional learning for teaching. Van Schalletrgk, (2015)also referred to
becoming involved in the process of professional learningpassmnachoice facilitated by an

enabling environment or a nurturing space

4.6 An ethic of care approach

Thinking about a professional working environment as an environment wgueing and
relationships of care are eminent might seem strange aifastes, 202:5; Costandius, 2012:39)
Care however comprises a set of values offering ways of thinking about what is necessary for
human wellbeing, flourishing and surviyilligan & Wiles, 2010; Barnes, 2012:5¢aring,
according to Popk&006:506) fis not so much an activity as an attitude or orientation, a way of
relating to othersharacterisetdy values of compassianNoddings(2002)suggests that an ethic of

care approach focuses on the establishment of supportive conditions and relailiemiller

(2015:217ar gues t hat academic | eaders should focu:

rather than o u.tAccoding ® Midligad andiWile¢201G787after Wenger
1987)i t i s wuseful to define care in terms of
Gastmang2006:137)stated that cans fimore than simply good intentions, it is deep and

thoughtful knowledgeof situations in combinatiowith activities and attitudes.
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If the pervasive and central role of care in human life is not recognised, especially by those in

power, warns Tront@1993:111) the activities of care can easily be ignored and degraded

become marginalisgdMilligan & Wiles, 2010) Milligan andWiles (2010:738) continue by
explaining that the not i oworthoahd pesupposesd endor ses
encouragement, personal attention and communicdtioking an ethic of caréo the lifeworld of

the academic inckive of the broader levels of the contextual spuillundoubtedly add to an

approach where individual academics will experience a reality that is more supporting, appreciative
and even nurturing, of them as indivals as well as their effortSuch a focus on care has

transformative power in teaching and learning at all lefdtgldings, 1992)Furthermore, the act

of teaching is an emotional endeav@idargreaves, 1998land he way the sociological, pttal

and institutional i nf |l uenc e spesidthamhing forgood ordll e s h a
is alsoemphasised by Hargreaves in a folap publication(1998a) According to Barbalet
(2001:81)emotions are our driving forces and very often give rise to our actions. Datigkong

as an act of volition therefore also involves emotidesnbylas(2005)suggested an ethic of care
approach could be useful to examine affect in teaching and learning.

The need for care isithin all human individuals and the responsibility of those in power is to

realise that giving such care is not only to the benefit of the individuall$mtothat of the

institution (Bitzer, 2007)and society as a whole. The capacity c ar e gi ver sé t o do
infftuenced by fAthe extent to which car(Bamness valu
2012:39)within the institition. The question one has to @skicernsvhat caring for colleagues and
employees might look likel'he aspect of emotionsiiscludedinter aliain such levels of services

and support towards the care of individu@slligan & Wiles, 2010:738) Popke(2006:506)argues

that an ethics of care woulduildo n @anmectédness to othérg ebaged on mutual

obligations and relations of trést  f o cooperation ratfier than competitiyrand favour

finterdependence over individuatiion

Although an ethic of care is a unigat phenomenorspecific contexts require specific applications
(Barnes, 2012:17Milligan and Wileg(2010:738)rame an ethic of care as muiliyered

dandscapes of cabencompassing the macro, meso and micro levels of individual support and
servicesantteings haped by fAi ssues of respaoesscabi | i ty, €
emotional, symbolic, physical and materi al as
contextuality and is to be understood in its practical, political and moral Sensto, 2010) This
understanding should be rooted in the-Wiferld of daily realityand cannot be understood only on

an abstract level. Attention shoultusbegve N t 0o t hnewhichdhose rerds aré produced

and e x p €¢Bannes,2@l2:3Mp
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Care is describelly Tronto(1993)as taking the concerns and needs of others as the basis for

actiorny according to Barne®012:118)and Buller(2015:220) care is not possible without gitive
recognition and respect. Barn@912:78)further states that care is not a ended activity and

requires dialogubetween the receiverf careand thegiver ofcare. Such a dialogue would supply

the much needed contextual information on which to base decisions. Milligan and2016s743)
emphasise that an ethicsaafre should serve as a framework for understanding how care as
approach could Aenlighten our e,instead & infarraiyg of ¢
us about the who, what and where of care. Within this reghkrindividual is seen as an

autanomous agent having a choice as to how and when their needs should be met. Gladwell
(2006:165)howevefc aut i ons thatoawi chnodwvedéahlbdaghifis are
|l ess importanto in guiding their actions and

An ethic of care lens attempts to focus our attention on the social construction of beakigo

t owar ds t he c on sstofrralationshipsninstidutiongiandeaationf trmtrenhance

mutuality and welb e i (Lavson, 2007:8)According to Milligan andViles (2010) an ethic of

care is concerned with responsibility and relationships and such an approach might enlighten our
way of being’ individually and cdectivdy. Buller (2015:219220)also refers to the importance of
Afempl oyaee ,waltf bot h work and homed and having
relationship of trust as important concerns for manager®thic of care is not necessarily included

in the vocabulary of managef®wever,(Smith & McKie, 2009 in Barnes, 2012:145nd there is

not much evidence that the values of an ethic of eaderlie the wayin whichworkplaces are
organisedipid.:144). In this regard, Habermas (1984, 198 Barnes, 2012:154yarns against the
colonisation of the individual human I#gorld by institutions because formal systems often operate

at levelsdiffering fromthe life-world of its employeesAccording to Bulle2015:221)employees

will be able to focus more ondoimgh ei r j ob wel |l when the wor kpl a
battl efield é f dnmontot(l1B9)furthercautonsthatissuesvrmysome

instanceb et abk en care of 6 at a s up eegadiciades aithouwthree v e | I n
actuallytaking place. We therefore need to recognise the pressnegell as the absence of care

through the perceivddvel of value clearcommunication and trugtronto, 2010; Noddings,

2012)

The issue of trustast he oi | I n has beementmed by Sevénhjseng2008)as a
prerequisite for carél'he importance of trust was als@ntionedoy McDowell (2004) Buller
(2015)and elaborated byronto(2010:5)in statingt h dtJtust Builds as people rkze that they
can rely upon others to participate in their care and care activitiesther words, good care

involves more than good intentions. According to Trqd®@93:136) [iJtirequires a deep and
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t hought f ul knowl edge of the sitwuation @and of

Integrity of care also requires knowledge of the context.

Despite stating the flourishing of academics as lectuseasaim, the discourse of care often
remainsa marginalised on@.awsa, 2007)in the practices and theoriesioétitutions as well as
professional learning practitione@ne of our aims ggrofessional learning practitiondssthe
flourishing of academics in their teaching role amel ¢reation of spaces to flourish riskore
undoubtedly implies an ethics of care. Pof#@06:507)positionsthe ethics of caresaa centra
componenb f  beinghunardinstead of moving it to the moepparent placesf care (such as
institutions or hospices). Given the fact that academics often feel overwhelmedyalugerand a

O6means t o an end 6ewond, theduestion ef eaareibécogmewafvitat coneernr | i f

According to Barne§2012) care is simubneously a practice, a disposition and a mdfdligan

and Wikes(2010:741)differentiate between carirfgr and caringaboutwhile Tronto(2010:160)

also adds the dimensionsg¥ing andreceivingcare.Caringfor entails the act of camgving,

while caringaboutrefers to the emotional aspects of c&wailding on the work of Noddingst is
explained by Shield®003:77)t hat care means acting out of HAc
concer n o fwhiehfmeansentergimtojadrelationship with the othétandscapes of

card as described by Milligan and Wil¢2010) incorporate mutually constitutive public and

private spaces as constructed at the intersection of the professional and persorsabtietife -

world within this study. Approaching the task of providing professional leawppgrtunitiesor

the teaching function informed by an understanding of the context of the individual academic is

crucialfor the professional learning practiieras caragiver.

As agroup of researchefsom the Teaching and Learning Directorate at the University of the

Western Cape in South AfricBpzalek, McMillan, Marshall, November, Daniels and Sylvester
(2014)applied an ethic of care as a normative framework to evaluate a model of professional
learningfortaec hi ng and | earning. The conclusion of
€ broad, publ i c (Bozaekepa, 2014:3whiehlisbenefidial tarthethighier
educati on Wiotnhtienx ttohi s p er s feduwetsiand ¢heir sifuationearea c t u a |
i mportant for understandi ng anidd:hélehouwhng t heir
referring to school teache®onaldsor(2006:172c al | s f or dactive caring:i
address theissuef wi | | i ngnecshsaltloe mges pand hée diurrent we
relationships and, despite the odds,toacon .t he mo
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4.7 Synthesis and conceptual framework

Up to this point | have explored the main concepts that relate to this Btyaypnceptual

understanding of the potential influences on the decision making of lecturers was influenced by
severaltheoriedi scussed earlier. These include -Schut z
wor |l d, Berger and Luckmanndéds (1966) theory of
theory of opportunity cogRoberts, 2007; Buchanan, 2018pcial Cognitive Career Theory
(SCCT)(Lentet al, 2002:275) transfer of training theorfGrossman & Salas, 201ahd the theory

of an ethics of carélronto, 1993, 2010; Milligan &Viles, 2010; Barnes, 2012)hese theoretical
perspectives, together with my experience as professional learning practitioner at SU, informed the

conceptual framework that | arrived at.

The next step would be ttemonstrate the connections betweenithele r at ur e and t he
knowledge(Silverman, 2001:1; Ravitch & Riggan, 20XBjough the development afconceptual
framework aiming to give coherence to the reseérctifford & Leshem, 2010:85nd to be used

to analyse, interpret and discuss the empirical data generated for this study.

The title of this esearch implies a potential influence of context on the decision making of lecturers
about participating in the process of professional learning for teadfordetermine the possible

influence of individualised contexts on the decision making of acadergarding participation in

the threestage process of professional learning for teaching seems to be a challenge, and this study
aimed to address this. The purpose of discussing my understanding or conceptual framework here is
to offer some explanatiorf bow the various concepts of my study are linked and hang together to

form a unity.

As depicted in Figure 4.6 below, my understanding is that the individual coniaily reality of
academics may have direct bearing on their decisions to particigatd menefit from professional
learning opportunite€€sar | i er i n this chapter, | 421ggested
above).The contextual spiral starts at the broader context of higher education internationally and
researchintensive instittions of higher education and then spirals down to higher education in a
national context (South Africa, in the case of this study)cauidd be called big-Context based

on its stature, structure and reathe spirallingconsequently focuses on the partar institution
(Stellenbosch University). A specific academic department, as well as the academic discipline, also
form part of the professional sphere of the-liferld of the academid he narrow part at the bottom

of the spiral lcoaohttebhtedcheétadsésmalrel ates to
purposes of this study, the smeltontext in the spiral, at the intersection between the professional

and personal spheres of theWf®rld of the academic actually becomes the®igGontext for
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individual academics as this constitutes their individual coratecaily reality(Schutz &

Luckmann, 1973)It is within this daily reality that an indidual academic needs to make a choice

T either to become involved in the process of professional learning for teaching, or not. The
interplay of various considerationswofldrom t he
obviously influences their deston making.T h i s -cébéconmingBigeC-Cont ext & i nfl ue
decisionmaking of academics in all three phases of the process ofgiafal learning (see Figure
4.5above)and isencompassed in tlgaily reality asdepicted in thdéight grey block(C) in the

conceptual framewortseeFigure 46) below.

Theconsiderationfrom the personal spheoé the individual academic are applicable in all three
phases of the process of professional lear@Brgssman & Salas, 2011:108he considerations
from the professional sphere of the individual academmaing into play during the three phases
differ, however. The personal considerations will therefore be discussed in the following,sec
while the professional considerations will be discussed isfReific phase(s) where thaye

deemedo beapplicable.

4.7.1 Personal considerations

When lecturers are faced with a choice about their involvement in the process of professional
leaming for their teaching, their willingness to learn and to nthkedecision to become involvel

of ten i nf | powerfu eochbinatipéofttHeieexpiriences, beliefs and prior knowledge

(Opfer & Pedder, 2011:387)he beliefs thakectures bring to their work are guided by their

experiences as students and these beliefs consist of their attitudes, values, theories and images
concernindearnirg (ibid.). Various authorfiavereferred to the determination and the ability of
individual academics to navigate their contex
Oper s on a(Sengeald9R;aviariing1999; Hockings, 2Q08)plying a state of personal

internal stability and independence from ofifer their survival.The strongest force in the
individual 6s decision towards participation o
opportunity is intrinsic motivatiofFullan, 2006; Frick & Kapp, 2009:261; Leibowiz al, 2012)

and this motivation is influencdaly a multitude of consideratioiiScribner, 1999:259)he role of

intrinsic motivation in decisiomaking is related to expectancy the@@rant & Shin, 2011and

includes the belief that something is worthwhile. In this regard CraW2@40:198)says fit] he

ways in which academics used their own personal powers to mediate struhueacimand make
decisions on intent and future actions é sign

significance of agency in influenardecisions about engagement
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It was mentioned by Simadi1959) as referred to by Augiet al (2001:126)thatfichoice depends

not only on the O6objectddnabodedi ohst lbbutdeal so
Crawford(2010:198f ur t her adds t hat fsaangible,vaueasedd very p:
concernso ahesmdemnonbbuehokese. andStraus@O0Mm1gd) t o CIl ar

decisiooma ki ng i s not only related to an individue

The indvidual considerations which mighteatean enabling or constraining context for the

decision to participate, or ntdg, in the process of professional learning for teaghcould include

the following envisaged career patbentet al, 2002) existing/previous knowledge and
gualifications(Smith, 2001; Donal@t al, 2005; Viskovic, 2009; Cilliers & Herman, 2010)

wellness of individual$Bozaleket al, 2014) availability of time(Wright et al, 2004:146; Giroux,

2013) commitment to teaching; perceived teaching compet@xzn, 1996.:viii); interest in topic;

job satisfactior{Knight & Trowler, 1999; Blanctt al, 2002) mor al e; wor kl oad ar
mor e wi(dohnstdnel998:t; Hargreaves, 2000; Frick & Kapp, 2d068)vidual practices

and belief{Crawford, 2010:198; Opfer & Pedder, 2011:38%e-long learning; conceptions of

teaching and learnin@Kalin & Zuljan, 2007; Opfe& Pedder, 2011:389)

According toMerriam and Leahy2005:5) what happens in th@ecidingto-participaté®phase of

the process already determinasat will be happeninginth@ i mp | e mefiear@ngphase.

Burke and Hutching2007, quoted inGrossman &Salas2011:110a | so i ndi ca-t ed t ha
training motivation, motivation to learn and motivation to transfer have all exhibited important

relationships with training outcomes?o

As discussed earlieredisionmakinggenerallyreflect findividual agency and structural relations

of place, power and positioriClark & Strauss, 2007:10Furthermore, @ademics have the

scholarly community of which they are a pad their primary loyaltyBecher & Trowler, 2001:75)
rather than the specific institution in which they w@@oeteet al, 2004:15; Delanty, 2008:124)

They might therefore question what the institution can do for them rather than what the institution
requires them to do. If a point of departure could be that human beings are thinking, feeling acting
beings(Jarvis, 2006:14howeverandthatthe individual academic as a person is at the heart of our
understanding of learning, passion and reason might become one strong positive force in the

decisionmaking of lecturers.

Personal chaicteristics of a lectureisoplay a powerful role in the subsequénplementéion of

what was learned or what Grossman and §2@tl)c al | t he Ot r(BhaseBer of t |
According to Burke and Hutchif2007) the strongest traits of such implementatoriransfer

would be cognitive ability, sekfficacy, motivation and perceived utility. Although referring to

school teachers, Era(t994:112)indicated thatwhen teachers have to cige their teaching
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p r a c tinvohes bioth mailifying their classroom persona and embarking on a learning task of
enor mous maghnitudeo. oifvblees agheat degl®f uddarningdbefdreithee s a
construction of new routinesnb e gi n and t herefore this process
bei ng a n@uhn W) aughaan exgerience of disorientation and alienation could be
profound andectures might revert to old, familiar practices unless thegeive psychological and

practical supportAltering of teacing practices would also demand certain traits from the

academics: a certain level of confidefic&Er aut , 1994 : 47 ;intbea knbwdeAdeb a, 2
about the new practicand in their abilitieswhich could possibly be determined by their level of
selfesteemRyan & Deci, 200Q)a high level of selefficacy(Bandura, 1993)and an appropriate

level of change in their perceptions and bel{€fpfer & Pedder, 2011:3889uring ther
participation in a professional | earning oppo
agency(Beijaardet al, 2000:750rnd could be influenced by the level of appointment withe
institutionand the level of support received from the academic l§&daduto, Lindsay &

Chiaburu, 2008)

Benveniste and McEwai2000)suggest tat application of changes such as the implementation of

new pedagogies might be accounted fotdayures 6 wi | | i ngness, 1 ncludi ng
commitment, to change. The perceived usefulness of the new knowledge also plays a role as well as
theidi vi dual 6s commi t ment to teaching and stude
reflection could also influence the implementation of any new practice orpeldeh | | 6 Al b a,
2005:371) This notion is supported by Gusk@p03)asserting thdectures will not change their

beliefs and attitudes until they have changed their practices and gained evidence of changes in

student outcomes.

4.7.2 Professional considerations

In referring to Bourdieu, Ashwi(2012:113)states that the particular strua of an institution and

the position of the agents within it, will mediate and guide the choices that the agents make. In this
regard Ashwinipid.) describes the funnelling of an institutional structure involving faculties,
departments and programmesislisalsoapplicable to Stellenbosch University as a research
intensive institution. The contextual spiral suggested in this study draws on a similar idea of
funnelling (see Figure 2). For the purposes of this study it is assumed that the requireofi¢inés
broader contexts in the contextual spiral have been absorbed and internalised by the employing
institution and are evident in the vision, mission, aims, policies and management of the institution.
The professional considerations discussed belowthghefore only focus on those from the

employing institution and the academic department and discipline.
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4.7.2.1 Theinfluence of the employing institution on decision making about

participating in phase one of the process of professional learning

As mertioned in Chaptet, public universities are expected to deliver research regudtduates
with the knowledge, skills and attitudes to take on social challenges and responsibilities
(Hargreaves, 2000; Crawford, 2010; Giroux, 2Q&8dress national negds well as being at the
forefront of the rapidly changing and competitive global environment while having to deal with
fewer resourceshanging student demographidemands and calls for increased accountability
(Eddy & Garza Mitchell, 2011)and academic renewgtrick & Kapp, 2009:257)The university as
institution is part of th@rofessional sphere of ttié-world of the academic ands explaind by
Schutz and Luckmann abo{E973:5) the lifeworld is a reality that can be changed through our
acts, but it can also change the acts of the individual. This view isrseghiny Delanty2008:126)
when stating thathroughte i r i nt er pr &ctoraateinot jest shapeédionvdeterrgined by
the institutions but shape those institutiens

According to Frick and Kap(2009:261)and Leibowitzet al. (2012) looking from a South African
perspective, the role of the institutional context in the process of professional learning of academics
is becoming increasingly important. Organisatioresraminded by Knowles, Holton Ill, and
Swanson(2005:122)bout the importance of conveying the messdgmit the value of human

beings as themost valuable asset and their development as its most productive inve&utient.
(2015)refers to the significant role academic leaders play in letting employees know that the
institution fAhad t BalierrBoZalelet al (2014)tTentoé281t0)andi n mi nd
Barneg(2012)were quoted pointing to the significance of care in creating an enabling cdgext.
alsoindicated edier, institutions provide a structured context for individual decisnaking often

through utilising incentives and penalti€ark & Strauss, 2007:18)According to Holland,

Lachicotte, Skinner and Ca(t998:52)c ont ext i s a O6figured worl dé
culturally constructed realm of interpretatio
ot herso. The pr evai | utionghusdre snpodantrcengideratiorist hi n an

influencing the decisiomaking of individual academics.

Institutions of higheeducation are urged by D{1999)and Garvin(1993)to create spaces for

| earning i f they want to i mprove the coge bus
(2005:4)also statehat improvementafter all is a function of learning and the improvement of

teaching requires that faculty should be learniar.academics to pursue this avenue, professional

| earning shoul d fAc gScrbeer, 1989:280f insitationa 6f highert hought 0

education. How the teaching function, including professional learning for teaching is structured,
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organised and led will have an influence on the commitment, motivation and emotions of lecturers
(Hargreaves, 1998bDne possible solution for integrating and managing the chakamgntioned

above is the creation of institutionally supported professional learning opportunities for academic
staff member§ Johnston, 1998; Quinn, 2003; D6ANndr ea
Foundation, 2008; Budge & Clarke, 201Zhe process of professional learning indhea of

teaching should thus become part of the professional litgctfres (Johnston, 1998; King, 2004)

and Aan integral part of tdeegHwchings, ed)ucat ors do

In a researcintensive higher education intiion such as Stellenbosch University, which is the

research setting and context of this study, the teagk®searchensionis one of the most

prominent conditions constantly surrounding its academic staff members in their working
environments. It is ated by Frick and Kap(2009:262thatii a hi gher val ue [ 1 s ¢
scientific knowledge and r es e arvwvithinas &adenics t han
environmentwhi ch i mplies that research is Athe stroc
(Herkel, 2005:164; Fanghanel, 2007) Ref erri ng t o Bourdieuds i dea
notion of opportunity cost as discussed earlier, Knfgh06:32)s ays t hat A[ academi
problems in deciding whether to accumulate capital valued in teaching systems or capital valued in
administratv e o r r e s e Knight fibids29) futther mLgygestethat teaching has to be

valued higher if enhancement of teaching quality is a goal.

Other institutional considerations that might influencedhiy reality of the individual are the

following: regard and reard (or promotion and remuneration) for teach(i@gant & Shin, 2011)

the stature of teaching; institutional polici@éxon et al, 2003:94) the institutional view and

definition of good teachin@rigwell, 2001; Fanghanel, 2007)rofessional status téctures;

perceived institutional silences about teaching; integration of technology platforms; diversity of the
student body; the three roles of acaderfilaews & Yazedjian, 2007 accountability and

autonomy of academigsupport from manageme(@hiaburu & Marinova, 2005and the level of
carethat is experiencefiilom the employing institutioTronto, 2010; Buller, 2015All these

structural considerations form part of the outcome expectations influencing the dewakiog of

the individual academifLentet al, 20@).

4.7.2.2 Theinfluence of the department or workgroup on decision making
about participating in phase one of the process of professional

learning

People usuallyaremembers of several activity systefisowler & Knight, 2000:30) For

academics in higher education, the departrasugllyis their main structure of affiliation. This
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statement is supported by Wrigtttal (2004:150whens t a t i magny of thedemaiids on
faculty originate with their depaTheyfughestte or a
that the department and imakicrugas iusaethisilesahatmp or t
the Ainstitutional policies and practbBartees ar e
Knight (1998:251)ndicated that tb most salient system of the working life of most academics is

their department gm@s it isalso calledthe workgroup. This influence is often seen as even stronger

than that of the institutionn a later publication, Knigh2006:35)confirmedt hat t he #A[ m] o
for professional learningisalsoel@ | v r el ated t o wor kepntinaechy envi r
asking the question abowwh at ki nds of working environments
satisfaction throughworla nd i n whi ch pr of es sAcaomdirgltoSdrinerr ni n g
(1999:239a @kl ear n nexuso could develop for the in

Departmental conversations about pedagogical isso#aboration between colleagyssructured
planning meetings with departmental chaigportunities for team teachingpentoring by senior

staff membersand peer observations fAhave been shown
culture of teachi(Wrgltetalj2004:158) Aczordihg tpChark anaiRtrauss
(2007:15) individuals quite ofterd p i - g §theid decisions on the judgment of others deemed to

be Amore in tune with the issues, more confid
depart ment-paslkchgbébprcggyd be bohpereetvedexpertisech e s eni
success or setfonfidence of the one who is imitated. The value and importance of positive role
modelling and mentorship in the creation of a context conducive to positive decision making could
thus come into play here, but it is not the focus of thidystlihe crucial role of middle

management in creating spaces for academics to flourish was highlightedtkings(2005:323)
Crawford(2010) andVan Schalkwyk(2015)

The considerations within the academic department that might infltieadaily reality of

individual academs;, which, in turn, influences the decisions they make abmehéther or not to
participatein the process of professional learning for teaching, could include the following: regard
and reward for teaching; professabistatus ofectures; the disciplindBecher & Trowler, 2001)

the existence and strength of the communities of practice within the department; trust between
colleaguegWright et al, 2004:151)the view of teaching as being a private and personal
endeavouf(ibid.); and the role of student feedback in performance appraisal. Although workload
and available time were discussedpgrsonal considerations as well, it also forms part of the
departmental considerationi&e considerations at play within a department are often inherited as it

pre-dates the current staff membdrgividual academics can therefore seldom change their
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circumstances. They do however have the ability to interpret the situations they encounter which

could result in an individual context that could either facilitate or constrain their deciaking.

The environment (department) to which the individualnmes after participating in a professional

learning opportunity should preferably &eceptingof, and conducive to the changes that

professional learning is designed to bring alfdubwler & Knight, 2000:31) Trowler and Knight

(ibid.) concludedhat behaviour is shaped by stture as well as social actiolh.changed

environment thus needs to be created for change to happen because putting changed individuals
back intothe same environment will not bring about change. This view is echoed by Eraut
(1994:237saying Aa[i ]t is difficult for fudestdf@wsi on:
the continuing development of their knowledge base unless their employing organisation has some
genui ne ¢ ommi tineeconmpardtive stqdgoaducitetbyMsburg(2000)it was found

that the support of management is crucial to the successful transfer of professional [€aming.

attitude of middlenanagementaccording to Hocking&005:323) will also have an effect on

|l ecturersd appr oaches Impementndwhatwashearseddapendent or t
on sustained suppottowever,as well an a facilitating environmeniDarnton, 2008:4@11).This

i's supported by K4g20a7)whoaepattedVhatlthe levielioflsuc@esslofjala n
pedagogi cal change can be significantly ;linke

to how well informed anduglified they argand to the level of support they get.

The departmental considerations that might influence whether an academic applies/implements
what was learned during the professional learning opportunity include the following: trust among
colleaguesdepartmental conceptions of teaching and learning; level of available s(Npsintirg,

2000} sources of available supp@Braut, 2004:2)and issues of time and workload.

4.7.2.3 The influence of the actual professional learning opportunity on
decision making about participating in phase two of the process of

professional learning

As both the research attikteaching function are concerned with learnjBgew & Boud, 1995)

learning might be the common denominator linking these two academic activities in a manner that
canbe adopted by professional learning practitioners. If research isthefto@ ct ur er,s 0 | e ¢
the implications for the professional learning of academics aredahing(Brew & Boud, 1995;

Elenet d., 2007) Such a focus would put learning back into the centre of academic work and
academics would acknowledge the importance of understanding student learnfigiiagelrtaking

their own learnindTaylor, 2008:39)The profess o n a | | ear ni origcalfrienadc t i t i on

(Handal, 2008:55{o the acadermn, could be seen as the crucial link in this process.
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Although referringtote pr of essi onal | earni ng o(Borke,chool t e
2004:13t hat the roles of O6studentd and O0teacherd
situationfrom thatin a classroom situation, applies to the higher education environment as well
because the principles of learning are still applicable e n t hough the O0student
|l ecturers, the o6teachersdé the professional | e
professional learning content. All learning is dependent on interaction between the learner, the
context and what isslarnedWebsterWright, 2009:174)According to Opfer and Pedder
(2011:379)professionkblearning is, amongst other, dependent oruthigueness of the catand

the personThe design and delivery of any professional learning opportunity will therefore

significantly impact the quality of the learning that vélkeplace.

The learning that takes place during a professional learning opportunity shoukectakers

forward from only focusing on the skills of teaching to becoming critically reflettisteres and
scholars of teachinggho approach teaching as a scholarly actiy@ynith, 2001; WebsteWright,
2009:720; Van Schalkwyk, Cilliergt al, 2013) According to Fullar(2006:10)the importance of
reflectiongoes back to Dewell 906) whos u g g etbat itaschot that we learn by doingut that

we learn bythinkingabout what we are doing. It is thus the purposeful thinking part that counts, not

the mere doing

I n this regard, (2005 aswvel as &leedal @00uggéest tmatpr

professional learning practitioners to support academics in their teaching function, it is important to
first Aunderstand teachersd thinking, their b
research (Elenet al, 2007:124) It is also argued by Elest al (2007)that professional leanng
practitioners should seriously consider the link between teaching and reselarblythe

academics at an institution and that this is especially important for professional learning at a
researckintensive institution such as the site for this stutlthé principles of research are taken as
the point of depar,thaimgicafioosrfortheepmfessional fearrong bfe ar ni n
academics are faeaching(Brew & Boud, 1995; Elert al, 2007) Light (2003) asreferred to by

Elenet al (2007:153) calls this new way of working taking reselaias its point of departure, a
Qrofessional paradiginThis approach to professional learning has the problems and challenges

that academics experienas starting poinand supports them on the journey of solving these by

making use of the research principle of enquatyich might be a new playing field for thothe

professional learning practitioner and the participanigofessional learning

Within this newly created playing field, L€2008:74)suggests thairofessional learning

practitioners should fibe players in games of

and knowing futures t hatwhieMepined200b)advisest i on and
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professional learning practitioners to move away from the deficit or remedial byodlifting

their focus to the glass hdifll rather than on the glass haffinpty and from disabling to enabling
conditions (p124). During this process, the professional learning practitioner also has to make
his/her own theories explickcrutinisetheseand reflect othemon the basis of experience and
educational research findings. The criteria for scholarly practice as formulated by Glassick, Huber
and Maeroff(1997)are applicable and should be adhered to by the professional learning
practitioner in the execution bfs or hettask. These criteria include stating of clear goals, doing
adequate preparation, using appropriate methods, showinficsighresults, implementing

effective presentation and reflective critique.

From the suggestions above, it could thus be recommended that professional learning practitioners
should concentrate more on using the principles of research when designingkemlanting
professional learning opportunities as well as focus more on the similarities between teaching and
research activitiesather than on the differences and tensions between thenetEe(2007)

suggest that professional learning should perhaps have more of a research perapéctive

according to Brew and Boyd995) professional learning should become more collaborative,
problemcentred and selfand peedirected. Some authors indicate that professilaaning

should be a partnership between professional learning practitioners and ac{Badieg 1998;

Land, 2008) According to Knight, Tait and York@006:321)successful professional learning

involves attention to the individual academic and to the tools, rules and beliefs of the department
including the division of labour arbwer. t is alsoconcerned with the personal understandings

and capabilitiesf individual academicand wi t h addressing systemso

capabilities.

Some of the considerations identified by Boud and Wd[ke98:196) n c | u-lesenerd,c o
teachers, learning materials, the physical environment and everything which was to be found
t hereind whil e tngthe piofessiomaluearsirg sppartsnéycanddhe selected

learning facilitation method(s) could also be added.

According to Erauf1994:25) one of the main purposes of prafesal learning is to brinigctures

into contact with new knowledge and ideas. Through modelling a range of ways of best practice

teaching, the academicsd repertoire of HAteach

and a rationale for @mge and exposure to new ideas could be providedgh careful selection of

literature and discussiotisDa | | 6 Al b aleading Orénewd dapacity to effect change

(ibid.:368). Fullan(2006:10) D a | (2G5A366)aad Opfer and PeddE011:384)maintain that

lecturerlearning takes place througdoing, reflection, inquiry, evidence, more doing and s on

and wherlectuers have fAtime to devel op, absoledues,di scu
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as adult learners, thus learn more effectively when they are actively engaged in professional
learning and collaborative professional learning activities. Research fesudtshown that
professional learning that is intensive axtlends over substantial contact hours is usnadlye
effective(Opfer & Pedder, 2011:384] he considerations that will influence the learning that
happens during these contact hours also include the physical environment within which such

professional learning opportunities are presented.

The resul$ of actively engaging lecturers in their nwearning should be changes in lecturer

practices, attitudeandbeliefs andshouldlead to student achievement, which is in contrast with
professional l earning that occurs fAvi aOpfer esen
& Pedder, 2011:384)n their research, Eleet al (2007)also found that academics enjoy asking
guestions and beinghallenged and that the publications, grants and social networks that
accompany research, are highly valued. These
educational outcome for academics in research intensive universities seems to be the eetvelopm

of a specific epist.@a3bpol ogi cal belief systemo

The context emerging while a professional learning opportunity is being facilitated will influence

the learning and change in beliefs that could take pleeare reminded by Opfer and Pedder
(2011:389x hat the | ecturer 6s c onchagaarticulargstrengout t e
influenceon thehow andthe whatof their learning Opfer & Pedder, 2011:389%Rogers (2003) as

quoted by Maxwel(2012:ix)ad d s t o t hi s Var geople wadopt angnnavdtionn g i
they must see it as helping them to meet a perceived need of theirs, and must also see it as
compatible with their ot HWhendegmpgandtfagilitatingb el i ef s
professional learning opportunities, it is important for professional learning practitioners to take the
principles of learning as applicable to the atfiof research into accouriips and trickgLight,

Cox & Calkins, 2009and a single recipe will then never be the focus cfdlmpportunities, but it

would rather be characterised by inquiry, exploration, evidence, reflection, making sense and
personal growth (Brewi988 quoted in Brew & Boudl1995)wherelectures play a participatory

role in creating knowledg@alinscar, 1999)

The perceived generic or disciplispecific nature of the content and discourse used during a

professional learning opportupibhasa profound influence on the learning of participating

academics as application of these newly acquired knowledge has to happen within a discipline

(Elton, 2005:115)These discourses could include wisaaidandhow it is saidas well as what is

not saidi the saecalled silences about certain aspects during the professional learning opportunity.

Other individual considerations which might infhee the level of learning and change that$ake

place in the individual academic as participant during the professional learning opportunity are the
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following: perceived usability of conte(Burke & Hutchins, 2007)generic or specific nature of
content(Elton, 2005:115)time for reflection during the learningpportunity( Dal | 6 Al b a,
2005:366) level of cargNoddings, 1992and networks within the group of participagitsowler

& Knight, 2000:31)

As indicated earlieithe ultimate purpose of learning is change and the process of professional
learning of academics for their teaching function is thus a change inifativeler et al, 2005;

Bamber, 2008)The pinnaclef the process of professional leampiof academics for their teaching
function should therefore be the facilitation of changed teaching beliefs and habits. According to
Trowler (2005:29)t heor i es of change fAhave considerabl e
enhancement of teachi ng .&Awad ofcawioncamesgrom Guskayi g h e
(2002:389) though,indicating that the process leicturerchange as result of the process of
professional |l earnohghaapbdacamgbeandi t hierefore
that all real changes involve loss, anxiety and stru@@iéan, 1994; WebsteNright, 2009:717)

This notion is rdaterated by Guhii2009) who indicated that resistance to change is often

experienced, as change usually requires new compesarbich might lead to a situationwhich

the academic has to expose his/her lack of competena@xpadenceahe feeling of being a mice

again. The professional learning practitioner should thus give careful attention to the facilitation of
changemakingi mainly inachange in attitude and condi{Btarnton, 2008:40) as well as to the
endurance of chang® ensure more effective and powerful professional learning opportunities.

A change in teaching practices is often the precursor to changed @alikds, 2006)which is

something the individual academic him/herself is responsible for. In taking a different viewpoint on
this issue, Opfer and Pedd@011:386)argue that change in one area might not necessarily lead to
change in another area. Accordingtothenre ar ni ng i n one area shoul d
supportedo i n anytothh ternireffectieeactionbsused leyflack Mekzirow

(Mezirow, 2000) WebsteiWright (2009:722h i ghl i ght ed how Arefl ecti ol
pur posef ul and act i v.&odgingsgfl®O¥ mdds thegrerequisitg of & aaring h a n
environment for meaningful reflection to take platés further stated by Opfer and Pedder
(2011:390)hat academics willsually look forlearning activities that at@ignedwith their

conceptions of learningf their engagements in professional learning opportunities lead tgetan

in their knowledge, practice or beliéfowever their orientation towards learning should change as

well. Such a situation might then leadéatures seeking different types of learning activities.

These authors stress that all these changes aeslvgghin the structures of the institution.

According toorganisationalearning theorySenge, 1990)t is the individuals within an

organisation whalothe learning byteven so, institutional change is usually difficult and the
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introduction and use of new knowledge by individuals is complex in any such c(ireot,

1994:31) In quoting other authorfia compromise positians suggested by Opfer and Pedder
(2011:391)where organisational learning is defined as a social pratéssnced bycontextual
considerationd or exampl e organisational structure fw

|l earno.

Trowler (2005:28)and Darntor(2008:41)state that both suessful learning and successful change

are processes and no single events. This mean
wi | | danly whenimpementedn this regard, professional learning practitioners are

cautioned by WebstaNright (2009:727)that the act of professional learnifigannot be

controlled, but academicBcan be supported to continue to learn in their own authentic way while
taking into account the expectations of their working conte@siskey(2002:383384) proposes

that it Ai s not t hpersegbutthé exgesenoeh abudewgsebbpmenip
visible through improved student learnitigit change the attitudes and beliefseofures. What is

found to be useful will then be retained and repeated, whilevtiiah doeshot work ordoesnot

yield results will be abadoned. These statements are also aligned with that oetaht
(2002:262)when they indicatt hat FfAper sonal attai nmenensorare ty

compelling source of sed f f i.cacy o

It is clear that participation in a professional learning opportunity is not the endpbtess of
professional learningdccording to Erau{1994:71) the way in which knowledge is introduced and
linked to the ongoing professional concerns of academics affecisplementation thereods

well as the ability and willingness of people to useftich is mainly determined by the individual
academics themselves as well as their veorktexts(Ginnset al, 2010:236) The notion of
implementing what was learned during the pssional learning opportunity is the link to the
section below discussing the influence of the students in the denisiking of academics to

implement what was learned.

4.7.2.4 The influence of the students and infrastructure on decision making
about participating in phase three of the process of professional

learning

The notion of professional learning as a complexpeos s various thynainics at wool{ Opfer

& Pedder, 2011:378ulminating in an action, is supported by Ergil894:30)st at i ng t hat
is a strong expectation that new knowledge will be acquiredl byeanbers of the institution staff

as well as studentsthat knowledge acquisition is a continuing lifelong process, and that new

knowl edge wi || be put to good uslecturessHoeldlmeont i n
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learners and completedtearning process by implementing their newly aeguknowledge. The
implementation of what was learned during professional learning opportunities is héleévier
chanceétoo often according to Merriam and Lea2005:2) They list different variables that
influence the transfer and implementation of what was legdiMediam & Leahy, 2005:4and

these include learner characteristics, program design and work envitcmsrtae most influential.
As indicated earlier, this phase of the process of professional learning takes place after a
professional learning opportunity, when the individual academics are back in their departments

and/or standing in front of the class.

The context within which the changed thoughts about teaching should be implemented is crucial for
the completion of the process of professional learning. The direct site for this application or
implementation is usually the classroom. Contexts supportitreegirocess of professional

learning for teaching should also be conducive to the changes that the professional learning
opportunities are designed to bring ab@darwell, 2003:3)In this regard & are reminded by
Scribner(1999:242)hat knowledge has to be used in sdoren in order to be acquired and

become a part of the user.

According to Guskey2002384)lecturers will only change their teaching practices when they have
seen a new approach working in their classrodms is in line with Bolste(1983:298)who

indicated thatectures only believe new ideas and principles about teaching tesb&lonce they

have been successfully implement€értain considerations within the classroom environment will
howeveract as enabling or constraining by the specific individual academic. These considerations
include the following: the number of students in a specific class; the diversity of the student body;
the prospect of student feedback and its influence on perfoenagmeaisals; the physical facilities
and infrastructure availab(elso se&innset al, 2010:236)

Exploring the implementation or application of what was learned during a professional learning
opportunity could be dee through the transfer of training theory published by Grossman and Salas
(2011) Transfer of training is described by them as the extent to which the professional learning
resulting from the professi onandleddstarelavamhig oppo
changeg (Grossman & Salas, 2011:10%)nother definition comes from Merriam and Leahy

(2005:3) whostatet hat transfier andt cenfiefhfuéeaty applicat
skills gained during learning activities to the performance of a job. Transfarefore seen as part

o f  tnéaringriaking processbecause the meaning of this new knowledge could be changed

againduring the application and implementation of what was leafitédi:4).
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4.8 The conceptual framework for this study

As a professional learning practitioner and researcher in this Ifiedg@the ultimate purpose of
professional learning for teachiagthe promotion of quality student learning (see Aha
framework below). The quality of student learning is influenced by a myriad of fabtwever
Two of the factorshatplay an imperative role ithe quality student learning are of importance for
thisstudynamel y O0good©o
of these coulgotentiallybe addressed througie process of professional learning for teaching

Everyday reality
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Figure 4.6: Conceptual framework for the study

Context as thdaily reality of lecturers (see light grey blockilCFig. 46) influences the choices
academics makeoncerningheir participation in each of the three phases in the process of
professional learning. This BiG@, indvidual context odaily reality of the individual lecturer
emerges whethe individual isconfronted with a situation during which the considera from the
personal angirofessionakpheres of the lifgvorld are interpreted. This individual contexdnslates
into anopportunity cost whiclean be enabling or constraining to decisisakingabout

participating in the process ofgdessional learningdn example of such a situation would be when
the individual receives or sees an advertisement for agsiofeal learning opportunity. This
situation will differ from lecturer to lecturdrecause the here and now of every peesedifferent
(Schutz & Luckmann, 1973Within each situation the interplay between the considerations from

the personal and professiosgheres of thiéfe-world of the academic will create a unique context
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which could either be enabling or constraining to the decision to accept the inyibatiai.High
workload and lack of time, feelings of not being valoedared for mixed messages and absence
of regard and reward for teaching are but some of the most important considdratisiaging into

an opportunity cost wibh could be constmingto suchchoices.

As indicated earliemanyprofessional learning opportunities are available at SU, but the uptake is
often disheartening and when lecturers do participate sthreyetimeslo not follow through and
implement what thefpadlearned. Larning, including professional learnirffgpwever is defined as

a process of changmding with the implementationr application, of the newly acquired
knowledge or skillgScribner, 1999)In this research, professial learning for teaching (seeall

dark grey block Bn Figure 46) is thus defined as a process which is aligned with that of decision
making as described in Section 4.4 ab@ecisionmaking for participation in the process of
professional learning for teaching starts (Begire 46, number 4) when the individualdtirer has

to take a decision (preecision)aboutbecoming involved in the thrgghase process of professional
learning This choice is influenced by tlaily reality of the individual as he/she weighg

available alternatives, evaluatbe expecteduwicomes andalculateghe potential riskn terms of

the perceived payoff&Ginnset al, 2010:242)

This is followed by undertakingnotherchoice wherthe lecturer isctually participating in the
professional learning opportunity where learning and change witidiléated (sed-igure 46,

number 5)For the creation of an enabling conteutidg this phaset is important for professional
learning pactitioners as facilitators ¢décturerlearning, tobearthe principles of adult learning in

mind (Knowles, 1973, 1977, 198#) order to enabldecisions to learn. Designing and facilitating

of the | earning opportunities should thus fol
Professional learning activitiéserefore have to haformed by the pnciples of researchmake

use ofactivelearning principlesand be usefuo lectuers As described before, the process of
professional learning for teaching will only be completed when the lecubsequentlyakes a

decision to implement what was learned. This decision would only be taken when the learning
opportunity hasledtoehcange i n the | ectur er 6 Figuewi, nukioeo wl e d
7).

The last phase in the process is the-pesision phasduring whichthe choice and accompanying
consequences are evaluatedithe lecturer is confronted with the decisionrtgplement what was
learned during the learning opportunity ($gégure4.6, numbei6). Following from here would be a
change in teaching practices and behaymhich should lead to an improvement in student

learning (seé&igure4.6, number8).
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The act ofdecsionmaking thus consists tiiree interlinked and sequential phases. At three

different points during the process of professional learning, different decisions concerning the same
issuehaveto be takenEach of these decisiomsinfluenced by the mique context emerging from

the interplay between the considerations from the spheres of the personal and professional life
world of the individual lectureMVhen the individual academic experiestiee procesof

professional learnings positive and le&uy to the intended changes, chances are that the lecturer

will be repeating his/her participation in the process of professional learning for teaching in future.

4.9 Summary

This research is responding to a ¢aflresearch on the interrelationship bedwthe individual

academic as learnampntext and learning instead of only acknowledging their relationship but
studying them separate{WebsterWright, 2009:712) Another relevant call was for an
investigationof the factors influencng t he i mpl ementation of what
afterd a | e a(Grossnmag& Sajagp 20£1) uni ty

The purpose of the theoretical perspectiggsrtedn this chapter was talarify the three
remainingmain concepts of the studyamely context, professional learning and decisiaking.
This was done by drawing on understandioiyelevantiiteratureand reigning theories the
fields of professional developmeréearning and decisiomaking This alsoincludes he
significance of an underpinning ethos of cateéch emergeds an important part af conceptual

frameworkwhich forms the basi®r the empiricapart of thestudy.

In the next chaptdrdiscusshe research methodologiyat wasfollowed in the empirical part ofmy
research.
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Chapter 5

Research methodology

5.1 Introduction

A fact oftenemphasiseth literature isthate d uc at i onal resear relvadtbou | d
those working in educational settggpikes & Nixon, »03:1) Furthermore such research should

have ameducatim al pur pose 0 r atedeach abbolt educatiofibid..4). Thee i ng A
focus of this study ithusonthe production of knowledgwithin the broadefield of educational

practicein whichits contribdion lies.This notion of educational research being useful, relevant and
applicable to practice resonates with who | am as person and as researcher and was therefore also
the purpose of this project. Such explorative research investigates the socahtextLal

meanings of interactions for the individBlenzin & Lincoln, 2005andemphasisethe qualities
individuals ascribea events, experiencgsrocesses and structur@dsiles & Huberman, 1994:10)
According to Maxwel(2012:114)this type of research interrogates re@lrld situations as well as
perceptions of reality ensuing from the interactions between individuals, groups, events and

environments.

Miles and Huberman (1994¢ason that social reseamtiaking usef qualitative or narrative data
providesthe bestoutefor discovery and exploration. Such research uses evidence fronivearra
data as well as from literature in the pursuit of gaining a better understanding of phenomena
(Henninget al, 2004:3) Researchers elgring social phenomenaftenmake use of nonumerical
data to better understaadd address research problems. Generating approgaiatfer research
making use of qualitative dasaks for a number @fssential characteristi¢lerriam, 1998:6;
Bogdan & Biklen, 2006; Van ®alkwyk, 2008:114)Theseincludecharacteristicghat

1 Assumethat reality is constructed by individuafsinteraction with their sociatorlds;

1 Agreethat meaningisrootedn peopl eds experiences and th
t he r es wraperceptensd0 s o

1 Havethe researcher as the primary instrument for ddteation and analysis and plaher
within the world being observed;
Involve fieldwork because it seeks to study phenomena within their natural setting;
Employeither an inductive adeductive research strategy, asis the case in this research,
a multidirectional and iterative strategy;
Are predominantly interpretive;

Are naturalistic and not experimental;
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Are contextspecific;
Seekto understand and describe rather than to explain

Usea range of different methods generate appropriate data

= =4 4

Producefor the most part, data that are verbal and which provideenpt h  ( 6t hi c k 6 )

descriptions of the situations, places, people or events being investigated.

A number of authors sludingMerriam (1998:44)Henninget al (2004:142xandYin (2009:26)
statethat all empirical research needs a research désagniueprint or managemeplan guiding

the research activities in the areasvbich questions to study, which datsuld be relevant, which
data to collect and how to analyse thés®.this research h e 6 i n(Yih, RO®9)wap ddaptred
along the way. According telaxwell (2012:76)the view of a research desifims an ongoing,
interactive process i s i n d efer desearchigabnoanhly dsgqtialitative dataln the

remainder of this chaptédiscusshe research design for this study by describing the process that
guided the empirical worlproviding a matation for the research decisions takand discussing

the process aataanalysis.

5.2 Purpose and aims of this study

This study was designed with the purpose of exploring and describipggkibleinfluence of
context on the decisiamaking of acadmicsregardingoecomingnvolved in the process of
professional learning for their teaching role at Stellenbosch University. Theadsadgimed at
informing professional learning practitioners such as myasedf my colleaguesbout the influence

of conext on the decisiomaking of academics at a reseanctensive institution.
The research question that evolved from the problem described abof@mwalated as

How, if at all, do contextual factors influence the decisi@aking of academics for becaomgi

involved in the process of professional learning for teaching at a res@&aefsive university?
Two subsidiary questions arose from this research question:

1. Which considerations may c¢ont makibguegaeding o i nd
participationin the process of professional learning for teaching at Stellenbosch
University?

2. How can the decisiomaking of academiaggarding participationin the process of

professional learning for teaching be better enabled at Stellenbosch University?

Figure 5.1 below illustrates how the posed subsidiary research questions were linked to the different

data sources. Thorrespondsvith Miles andHuberman's (1994:2@uggestiomegardinghe
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usefulness of a Aresearcherdés map of the terr
the lines indicate the comparative relevance of the various data sources in the empirical part of the
study.

How, if at all, do contextual factors influence the decision-making of
academics for becoming involved in the process of professional learning for
teaching at a research intensive university?

RESEARCH QUESTIONS DATA SOURCES
Which considerations may Quantitative data
contributeto individual A from questionnaire

academics decision-making
to participateinthe process
of professional learning for
teaching at Stellenbosch
Universiy?

Qualitztivedata
from questionnaire

How can the decision-
making of a@demics 1o
participate in the processof
professionallearning for
teaching be better enabled
at Stellenbosch University?

a Qualitative data from
| lecturer interviews

Figure 5.1: Framework relating research questions to different data sets and results

The study was multidirectional and iterative in natunethis Iwas guided by relevant theoretical
perspectives when analysing and interpreting the data andesgmdingto new understandings in

a dialogi@l way in order to expand on the theory and to build constructs that could frame the data.

In the final instance a theoretical perspective was taken that would make sense of reality as

observed and interpreted. Fnetmorethis studywas mainlypositioned withinaninterpretive

paradigm as iviewedit he si tuati on t hr ou@ohendtdl,01l&2308and 0of p e
focusedon the experiences of individuals and how specific situations infliubrgedecision

makingi n di f f er ermstubweyxs.i vehexegeirr i ences df the e
academics allow the researcher to adopt such an interpretive appreaehBlanche, Durrheim &

Painter, 2006:7)

5.3 Research design

As aprofessional learning practitioner | am interested in the professional learning of academics for
their teaching function at Stellendxth University, a researghtensive higher education institution.

The researchuestionwasintendedt o p r osdful knewledige (Feilzer, 2010:6) This way of
working is aligned with the statement bljles andHuberman (1994:5hatindividual studies will
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applyand use the methodology in a unique way to generate original knowledge contribthisns.
fluidity complicates the situation for the researcher and places ans#isitioy on him/her to make
the choices explicit in the research reg@e&nscombe, 2007 he choices and research deaisio

made to direct this studyredescribed in the sections that follow.

Met hodomogg t bafi [Morgan, 2008:68J)it codcernghemeandincluding
methods] the researcher uses to understand the world (b&tteringet al., 2004:15)in other
words the ways in which we try to get answers to our research quedtiessarchers are urged to
choose the most appropriate research metfteglizer, 2010:13in order to provide the best
understanding of the stated research problenageufiven by the research questions
(Onwuegbuzie & Leech, 2005:385; Creswell, 2009:11; Caltexh, 2011:23)

This studyfocusedon gaining an understanding of a phenomenon through accessing the local
knowledge from those whHoundthemselves withithe very conditions andouldvoice their lived
experience (Barnes, 2012)Such bcal knowledge is situated and contextudlich mens that

proposed solutions aparticularandembedded in understandingsibbw things work irfa]

specific context anfarelb as ed on pr a (Barhes, 2012:1565&en dtha lieseayah

focus on context, this studgliedmo st | y on par t igenergtehn qualitativepdata c e p t |
from| e c t opereconsnéents to an anonymous electronic qurasire as well as from

individual interviews. Some quantitative data from the anonymous electronic questiomegere

used in support of the narrative data. Using muliai&a sources within the explorative caseated

a space for multiple perceptioasd ways of knowing.

This studythusgenerated qualitative (nemumerical/narrative) as well as quantitative (numerical)
datawithin the context of an institutional cageccording tovan Schalkwyk (2008:115phe

purpose of a study making usmstlyof qualitativeor narrativedata is tanterpret so as to obtain

an understanding of a particular phenomenridgrefocus thuds on the qubties of the phenomenon
when thewhat, howandwhy of the case or phenomenon are determ{kizhninget al, 2004:3)

The research questions that guided this study illustrated this focus. The richly descriptive nature of
nontnumerical datgMerriam, 1998:8promoting a thorough understanding is the most distinctive
characteristic ofesearchhat makesise of qualitative datgstake, 1995)This urderstanding is
established h r o u g d(ibidi:89Mor dedp descriptioand the uniqueness of each case and
contextsd e e me d | mMipck descaptiangor fifich data, asMaxwell (2012:43)prefers to

call it,is descr b e ddatathat die detailed and varied enough that they provide a fuller and more

revealing picture of what is going on, and of the processes mvblo

Selecting a research desigmncerndinding the appropriate fit, based on the nature of the

investigation and the purpose of the resefdddnscombe, 2008s evidenfrom the research
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problem and stated research questio#{s)explorative, single case, institutional case study design

was employedor this researchising the data generated from an anonymous electronic

guestionnaire and serstructured interviews with selected lecturers. Supporting the notion of

finding solutions, a case study design proves to be usthke, 1995:24F)ecause itllowsthe

researcher to answer specific questipfia, 2009:4) while also giving attention to influences from

the contex(Baxter & Jack, 2008:556urthermore,a&s e, when bei uiguedfdudi ec
(Stake, 19953 n d hogndea systetnCreswell, 2009:12)

5.3.1 Case study research

In his seminal work on case study reseal@h,(2009:2)draws the attention of the social sciences
researcher to the fact that the case study is one of manyfavayslertakingsocial science

researchHe also cautions the researcher that case study reseamoh @t h mostichallenging

of all such endeavour#(d.:3). David (2006:xxvii)adds that case study research canesddr
complexinteractionsvhich cannotbe reduce@asily,or simplified or examined bstatigical tests.

The value of case study research, accordirgjrtions (2006:226) i es i n i ts abilit
ort hodox t hi n kdepthgindé&tanding andenvost anportanthy, to take a quantum

|l eap in how we come to under st aevedliivba insdike® x e du
to be in a specifisituation(Cohenet al, 2011:290)One of the reasons why sucbmple

relationships and specifgituations can be investigated when using a case study dediga use

of multiple methods for gneratingooth qualitative and quantitative data, as these contribute to a

more completgicture of the case.

Case studies are tidtealmet hod when O6howd or 6éwhyé (or Obcau
(Cohenet al, 2011:289)when theresearchehas litte control over the evenss it is investigated
within t htet idnngadt varnadl wsheen t he f oc us(Yin, 200920 a cor
According toYin (2009:4) thecase study aaresearch design is ustacontribute to knowledga
varioussituationsand offering representative knowled@domas, 2011 Merriam (1998:19¥ktates

that case studies are used to gatdepth understandirgnd that thgprocess is more important than

the outcomeghe interest is more in the context than in a variable and discovery is valued more

than confirmation. The definition of a case study givebbpscombe (2007:31hamely that it is

an intensive investigation of a single unit involving éxamination of multiple factor@nd using a

variety of methods, resonated with this study.

Having beennvolved in the professional learning of academics for their teaching for many years,
and doing smaller research projects, | suspected¢he wa s munrawtledd (blenhirget @,
2004:32)a n dluminated (Merriam, 1998:65) The aim of describing the case was thus to get a
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holistic understanding of patterns and relationsfi@mnscombe, 2007:3%) an endeavour to gain
answers to the stated research questions and to understand the influences on lecturer decision
makingaboutparticipating in the process of professional learning for teachimese

characterigcs of case studiegrompted my decision to use a case study design to investigate the
problem of lecturer decision making and uptake of professional learning opportunities for teaching

in this study.

Making use of an exptative case study design allowtd use omultiple methodgor generating
guantitative data from electronic questionnaiesswell as richer sets of qualitative dé@sake,
1995:142)rom written motivations iad explanations in the electronic questionnaire and feilpw
interviews in order to provide f or(Hemningetall | 6 c
2004:33; Morgan, 200%8). The affordance of case studies to combine numerical and narrative data

is described by Cohegt al.(2011:289)a sa probtypical instance of mixed methods researéh
prerequisite for thisype of research is to generammplementary datg¥'in, 2009:63; Coheeet al,
2011:23)through the different methoghough by answering the same research questions. This
then all ows investi gat omsearchtqoestions dnd cobest &) rioherrared ¢ o

stronger ar (Yany200963) evi denceo

Some confusion often creeps in between the data collection souctéseamit of analysis case

study researcfiyin, 2009:88) For this study focusing on Stellenbosch University as an institution

and making use of an institutional casedy design, the data collection sources were individual
academics, while the unit of analysithe bounded system, or the caseas the decisiomaking

of academicaboutbecoming involved in the process of professional learning for their teaching
function. The decisiomaking of academics for participating in the process of professional learning

for their teaching function was described and analysed according to the perceived contextual factors
influencing academi csd cprooasscoepsofessionalbbearairg.mbis i nv o
wasalsodone in order to explore the characteristicaroénvironmentonducive tesuchdecision

makingby academicsit a researcintensive university. This study does @ssume that institutions

should be ableotrespondt@ very academi cO6s 1 ndistoioffeuaavhreness e d s ,
with respect to how individuals perceive their corsextdhow contexts influenctheir decision
makingwhen patrticipationn the process of professional learning faitheachings concerned
Analysing the Stellenbosch case also adds to

future facilitation of the process of professional learning.

Asexplainedabove, acase study design was selected because is@assthe most appropriate

way to answer the formulated research questionsvasdonsidered the most appropriate vehicle

for in-depth educational research. However, case study designs also have limitations and
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disadvantages whicthould be noteMerriam (1998:42)Denscombe (2007:4@ndBabbieand

Mouton (2001:283¢aution the case study researcher about the following limitations:

1 Case studies are limited by the sensitivity and integrity of the researcher as primary
instrument of data collection and analysifhesec al | ed &éi nsi der 6;

1 The issue of ethics whdygan unethical case writer could select anything he/she wished to
illustratefrom the available data
The amount of data generated could be too large an undertaKinglise;
Case studies might oversimplify or exaggerate a situation;
Similar to most smalécale research projects, readers might think that case studies are

accountsoftheeh ol e whi | e @&sliceiofdifdi n f act only 6

Although the strengths of ¢hcase study as research design outweighed its limitations, | was aware
of the stated limitatiom during the research proceshe ways in which the relevant limitations

were addressestediscussed at appropriate points in this chapter.

5.4 The study as part of a national project

At this point it is also importario position this study methodologically as pafran umbrella

project funded by the South African National Research Foundation (NRF). The researcher, as a PhD
candidate, participated in a ratal research project entitl@the Interplay of Structure, Culture and
Agency: Contextual influences on the professional development of academics as teachers in higher
education in South AfricEReference: ESA20100729000013945, Grant No: 74003). Thiswahtio
studywas undertakebetween 2010 and 2Bby 18 researchers fromghtdifferent South African
universities. The umbrella project investig@ithe influence of structure, culture and agency

(Archer, 2000)n the uptake of opportunities for professional development of academics in their
teaching roles. It was initiated by a call for the enhancement of both the effectiveness of student

learning as measured by throughput and the quality of gra($aettet al, 2007)

The purpose of the umbrella research prapéthe NRFwas to gain clarity about the provision of
opportunities for the professional development of academics in their teaching role in South Africa,
with a view to inform faure policy on academic professional development. The NRF project
investigatedour main research questions. Firsttyaimedto determine what could be learnt about

the interplay of structure, culture and agency with regard to the professional developmen
academics aectures, from a series of case studies in South African higher ednaatbngs. As a
second ainit looked at the conditions which enabled and constrained the professional development

of academics in their role #ctures in theseettingswith regard taheir uptake and application of
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afforded opportunities. The third research questimimghtto determine to what extent these
conditions were contexdpecific Lastly, the project aimetb find outwhetherone could develop
profiles d the kinds of academics that take advantage of these opportunities and whether these

profiles were context specific?

The investigation for the national project took place on three levatsely the national (macr0)

the institutional (mesoand the indridual (micro) levels. At the macro level, the national policy
environmentwas analysewith regard to the enhancement of teaching and learning and the
professional development of academics. At the meso level the unique context of each participating
institution was analysedhcluding the policies on teaching; the professional development of

academics; the opportunities for professlonad evel opment of fered,atand
thelevd of f acul t workgbgDgBecheér & &romter, 2001)Fimally at the micro

level, the study explored how and wingividual academics took advantage, or not, of

opportunities to develop professionally.

The lead institution of the project was Stellenbosch University. Four project members (including the
primary investigator) were from Stellenbosch. The Universi@ape Town (UCT) and Rhodes
University (RU) each had three project members while the University of the Western Cape (UWC),
the Cape Peninsula University of Technology (CPUT) and the University of Venda (UV) had two
project members each. The Durban UnivgreitTechnology and University of Fort Hare each had

one project member.

All group members patrticipated in the design and development of the instruments for the project as
well as the analysis of data for project outputs. Both the quantitative and tiwealiiatruments

used to generate data for theger NRF umbrella project weatso used to generate the data for my
PhD study. As project member | thus participated in both processes and | was also the convenor for
the design, development and adminisbtrabf the electronic questionnaire. These procemses

described in detail later in this chapter.

Given the fact that the purposes of the NRF project and this PhD study overlapped, it was decided

to use the same instruments and data sets for the twesstlilese will be described in more detall

bel ow. Because of this studyés particular wund
making,however different theoretical frameworks were used as lenses to analyse, interpret and

understand the data.
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5.5 Research participants at Stellenbosch University

The participanten my research were drawn from the 1083 permanently employed aca@tmics
Stellenbosch Universitgs the link to the electronic questionnaire was sent tdlal.demographic
details of he respondents to the questionnaire are given as ghe ofsearch results in Chapéer
The participants in the qualitatiyart of thedatagereration processvere purposefully selected
academic faculty members at Stellenbosch University. The firgtipimcontained irthe
anonymous electronic questionnaire asked respondents to indicate their avaitatbkiyng
interviewed. Eighty respondents indicated their availakitityan interviewand provided their

email addresses to this avail. Thesg8@ntialintervieweesverecategoriseéccording to their
responses to question 17 in the questionndirere they had to indicatew often they participated
in professional learning opportunities for their teaching. Respondents had four options to choose
from, namely once a term or more, once a semester, once a year antessver. Four participants
from each of the four response groupings were purposively selected in an attempt to ensure a
representative sample of the Stellenbosch University acadtaficomplement within the group
of fifteen interviewees. A matritable indicating more detailed information theseinterviewees is
attached as Addendum A.

5.6 Data collection

Data for this research were collected from academic staff members entststth University
through an electronic questionnaire sent to all permanently appointed academics and threugh semi

structured interviews with purposefully selected individuals.

5.6.1 Ethical considerations

As part of the NRRimbrellaproject, ethical cleance for this investigation was obtained by the
primary investigator from the Stellenbosch Universigsearch thics Committeefor Social
Sciences (RE)efore the research commenced at the instit{Raference numbé&82/2011)
(seeAddendumF). Institutional permission was also obtained from the division for Institutional

Research and Planning before the research commé&eedddenduns).

All participation was voluntary and lecturers responding to the questionnaire $eld¢bbetween
agreeing odeclining to participate before the first question was displayed. The option of agreeing
to participate includetheir consent for the data to be used for research purpondebat their

responses would be treated confidentially and reported anonymohsliast question in the

survey askeavhetherespondents would avail themselves for an interview and they were requested

to supply their email addresses. In an attempt to ensure anongheitgsponseand email
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addresses were disaggregdigdhe instititional survey administratdrefore it was made available

to the researchers.

Potential interviewees were contacted by the interviewers. Upon agreenbentg intervieweadan
appointment waarrangedand the interview questions were mailed to the pakimierviewees.
Each interviewee warequested to sigmconsent form prior to the start of the interviend allthe
completed consent forms were forwarded to the primary investigatmpy of theconsent form is
included as Addendum Bfter the inteviews were transcribed|l anterviewees wereallotted
pseudonyms to protect their identifdl transcripts were emailed to interviewees for member

checking.

5.6.2 Development of instruments

As indicated earlietyoth quantitativeandqualitative data wer collected fothe NRF project as

well as forthis study This was done through a muitiethods approadnd for this studywith an
explorative case studipuring a NRF project member meeting in November 2011 it was decided
that the anonymous electromjoestionnaire would comprise the first round of data colleétion

the broader NRIproject. Thedata from the questionnaire would then be used to informsemi
structured interviews with the lecturers. | was involved in the development of the instatiament
and was responsibie particularfor the design, development and administering of the anonymous
electronic questionnairfer the umbrella project

Given the fact that the purposes of the NR#brellaproject and this PhD study overlapped, it was
decidal to use the same instruments and data sets for the two siudies. will be described in
more detail belowin an attempt to ensure an original contributi@m this PhDstudyhowever,
different theoretical frameworks were used as lenses to analgsprat and understand the data.

5.7 Generating quantitative and qualitative data through an

electronic questionnaire survey

5.7.1 Background

The questionnairsurvey had threaims: he firstwas tolocate patterns of belief about the needs
for professimal learning for teachinghe secondio explore what the uptake of professional
learning for teaching has beemd the thirdo ascertain perceptions of enabling and constraining
factors within each institutional environment influencing the uptake dégsmnal learning

opportunities for teaching.
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A sub-groupconsistingof five NRF projectmembers was formed to design and develop the
guestionnaire and to ensure that it was administereddacsgdo the agreed timelineAs a member

of this subgroup, lagreed tde the convenor of this phagequestionnaire, originally designed by
SloweyandKozina (2013)¥rom the Dublin City University, was used as source document.
Permission for the use of the questionnaire was granted by Professor Slowey via eIMRFE A

project nember subsequdntdid acomparative analysis between the original questionnaire from
Dublin City University and the newly created NRF questionnaire and identified that there was a less

than fifty percent similarity.

The newly created NRF questionnairadf®ndum C) consisted of four sections. The first section
contained biographical questions about gender, age, race, highest qualification, teaching
gualifications, nature of position, level of position and disciplinary field. Section two focused on the
teading experience of the participants and included questions about the number of yelaasl they
been teaching in higher education, the number of yeardtiyeen teaching at their current

higher education institution and their main area(s) of teachirghiement. Following these

guestions, the participants were asked to rate themselves as teachers and indicate how they felt
about their role as teacher. The third sectio
guestions about the areas ihiaeh professional learning opportunitiead beerattended, how often

they participated in professional learning for teaching, where they went for help about their teaching
and in which areas of their teachirigey askedfor help. The last section focused the factors

enabling and constraining their participation in professional learning opportunities and asked
whethertheir institution provided formal recognition for professional learning in teaching and
resources for engagement. Another question exgblatesther their workload hindered their
participation whether professional learning themes were releartt how easily they could access
information about professional learning for teaching at their institutions. Each of the options in this
last sectiorof the quiestionnaire had to be substantiafElde last question of the questionnaire asked
participants to supply their contact details if they were willing to be interviewed by the project

members.

5.7.2 Design and development

Social science researcharg advised byin (2009:3)to demonstrate methodological rigorom
the start of designing the electronic questionndive proces#ollowed a rigorous fedzhck and
rework cycle. The guidelines offered Byliman (2009)for questionnairelesignwere helpful in
this process. He suggsstat potential respondents could be motivated to participate when the

perceivedewards for responding were highhen the perceived costs of responding were &owl
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when people believkthe rewards would outweigh the costs of responding. The firstafréfe
guestionnaire was discussed with a statistician who indicated #uitated to all questionnaire

criterig that any statistician would be able to do statistical analyssit correlated with the stated
outcomes of the researdnd that it washort and to the point. This draft document was distributed
amongst the 18 project members for feedback. Members were asked to look at it from their own

i nstitutionsd ptlaiit oovered the uniqueness of theireantexisr Feedback on

this version was received from five members from four of the participating institutions. The
comments from these members were included and a second version of the questionnaire was
uploaded on the SU electronic survey system, SUnSurveys. The link togheddatronic version

was subsequently sent to the two SU colleagues who formed part of the small group responsible for
designing and administering the questionnaire. The two colleagues completed it electronically and
gave their feedback on the contentshaf questionnaireas well as on the use of the electronic

system. Their feedback was included in order to refine the electronic questionnaire before the next

round of testing.

The second electronic version of the questionnaire was seevéoal expest including myPhD
supervisor, cesupervisor and NRProject leader, a colleague who i$MRF project member as

well as to three colleagues within the Centre for Teaching and Led@iiig. They were

r e g u e stasteand stret®the electronic systernd to comment on the formulation of the
guestionsas well a®n content, usefulness, clarityy other necessary aspedigedback was

received from four of these sources and this was used to refine the questionnaire before the
electronic link to a that electronic version of the questionnaire was sent to 16 of the 18 NRF project
members (excluding the two members who gave feedback on the second electronic version), asking
them to do the same as above and to look at it through their own instituticsesd @mthis

request, the questionnaire was completed by six members from five different institutions and they

also gave their feedbackhich was used to streamline the questionnaire before piloting it.

One of themost importansteps in designing anddoping a questionnaire is presting it(Cohen

et al, 2011:402) Getting formative feedbaan the questionnaire from NRF team members as well

as CTL colleagues was thus important in order to increase the reliability and yabdigll as to

ensure absolute clarity of the wording of the questions and optional answers. The next phase of pre
testing was to pilot the questionnairgth a limited number of experts and responderitarentytwo
academics, newly appointed to SU, but with prior teaching experience, were asked to complete the
guestionnaire angrovidefeedback. The 22 academics sele¢teparticipate in the pilghhase
participated in the PREDAC programme at SU at the beginning of Z0&g.werenot included in

the electronic questionnaire survey at the institution, because they would have been employed at the
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institution for less thaa year and would not have been appointed in permanent positi@aighet

time of administering the questionnaires part of their acceptance for participating in the

PREDAC programme they had to complete a questionnaire indicatimangst other thirgg their

prior experience in teaching in higher education. The organisers of the PREDAC programme
supplied me with the names and contact details of the 22 PREDAC participants who indicated that
they had previous teaching experience. They were contactedquested to print the

guestionnaire and to complete it in hard copy. The request to them was to look at issues of content,
formulation, flow,etcetermas t hi s pil ot process fA[did] not f
and f ¢Coharettaly 2011:402)Feedback was received from 11 of the pilot participants

(50%). Their feedback was gitive and minor changdsmainly improvements were made to the
guestionnaire. During the first week of May 2012 the questionnaire went live and the link was sent
out to the permanently employed academics agitjigt participating institutions. The quisnnaire

was available during the period@28 May 2012.

5.7.3 Administering of the questionnaire

In tandem with the design and development of the questionnaire, NRF members had to apply for
ethical clearance at therspectivanstitutions and obtaithe email addresses of the permanently
employed academics at their institutions in order to send théolihle electronic questionnaire to

each of these academics. Ethical cleardnackbeermbtained at Stellenbosch University earlier

already, but a liswith email addresses of all permanently employed academics was needed. Such a
list was requested from the Information Technology (IT) Division. This process was more
cumbersome than expectéawever,as permission first had to be obtained from the Human

Resources (HR) Division beforecammuniqueould be sent to all the identified staff members.

After obtaining permission from the HR Division, the list of email addresses was made available by
the IT Division. Email addresses for staff memhberhe Faalty of Military Science had to be

requested from another individyabwever as they were not officially employed by SU, but by the
South African National Defence Force. Email addresses from staff members at the Faculty of

Health Sciences whioeldjoint appointment$n SU and the Provincial Administration of the

Western Cape (PAWK) also had to be requested separately. In thkeshdal list comprised 1083

email addresss which were uploadedtothe®$ Ur vey system. In | ine wi
(2009:33) a lot of effort went into the drafting of the accompanying email message. The reminder
messages that went out on three subsequentMoadays o adhered to Dil | man:¢
Ais i mportant to change the | ook, feel and co

request s o Vhe actual massages &« irfitludedddendum D.
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Four SU staff members fromtotal of 183 possible respondents to the questionnaire declined to
participate in the research by choosing this option right at the start. The overall response rate to the
electronic questionnaire thuses238 from a potential of 943 (1083 original addresses ohpate
respondents less 140 from whom out of office or-deliverable messages were received = 943)

which indicatesa response rate of 25.23%. This relatively high response rate could probably be
attributed to the fact that tailored and newly formulatedinder messages weregularlysent to

possible respondents.

The responses were captured on the SUnSurvey system and downloaded in Excaltier gt
closing dateThe independent system administratofidked all information and responses in an
attenpt to insure complete anonymiby all respondentsAs indicated above, respondents were
asked to indicate their willingness to be interviewed and 80 possible interviewees were identified.
The process that was followed to identify 16 interviewsegscrbed above. The process of
designing and developing the interview instrunmemdsubsequerdata generatiois discussed in

the next section.

5.8 Generation of data through semi-structured interviews

5.8.1 Background

The interview is one of the most impent sources of data when doing case study res@éirch
2009:106) Unfortunately it can never be completely neufFaintana & Frey, 2005:69@)ndis
oftensusceptible to subjectivity and bi@Sohenet al, 2011:41)ecause the interviewer who leads
and controls the process is often also the researcher. The main purpose of any intem\bengs

the thoughts, actions and feelirafandividual intervieweeso the surfacén order to have them
talking about i{Henninget al, 2004:53) Thegolden rule for any interviewer teerefore one of
guiding the conversation without interferifigid.). Interviews should be conducted in an
trustworthy and accountable atmosphere where the interviewee is seen as a research partner and not
merely a source of informatiqilenninget al, 2004:68)and where the respondent does most of the
talking. For this, he researcher needs an overall pitnough it should be flexibl(Babbie &

Mouton, 2001:289)

For the NRFumbrellaproject, the project members decided that semuictured interviews would
be conducted with purposefully selected individate criteria later onjhusinterview protocols
containing the important quésts and some probéslerriam, 1998:82)vere needed. It was also
decided to digitally record all interviews because all interviews woalldanscribed and coded.

AlthoughDenscombe (2007:13132) cautions aboutto specificdisadvantages of using
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transcriptions of interviews as the raw data for analfiss$ly becausehe transcribemay

sometimes experience difficulty in hearing everything that is saigsaedndly becausd is
possible that the datacouldifbst r i pped of some of their meanin
for pragmatic reasons that all interviews would be transcribed by professionals outside the project.
These transcribed interviews would allow the researcher to code, categorise anet ithtergiata in

an attempt to go beyond the 6contentdé and in

5.8.2 Interviewing the lecturers

A smaller group of NRF project members under leadership of a colleague from the University of the
Western Cape had the respongipof drawing up and refining the interview schedule for
interviewing the lecturers. This document is attached as Addendum E. The NRF project members

decided that each institution needed to interview at least 15 lecturers for the umbrella project.

As indicated earlier, the last question in the electronic questionnaire asked responding academics to
supply their contact details if they were willing to participate in a follgninterview.Eighty ofthe

238 participants who completed the questionnaireadieBbosch University indicated that they

were willing to be interviewed by the project members and supplied their email addresses. The four
SU members of the NRF research team originally decided to conduct 16 lewetenterviews.

Each member of theeam was thus going to conduct four interviews. Due to unforeseen
circumstancenly 15 interviews were conducted. As one of the SU project mepitibesefore
conductedour interviewswith lecturers aSU. Most of the imterviews were conducted in Ergjij

but some interviewees requested for it to be conducted in Afrikaans.

Stake (1995:56)varns against leaving the selection of data sources to chance. He further suggests
that the reearcher should haveha o n n o i s s e afor the best pepsens whedgesdwould

mean those from whom the most can be lea(heriam, 1998:6)andwho will best help to

understand the phenomenon being researdhtstviewees should therefore be identified according
to their ability to join thgourney towards$inding enoughknowledge about thehenomenon

(Henninget al, 2004:71) In line withY i n(2089:92)suggestiorthatquantitative data about the

entire available pool should first be gathered and criteria be drawafteugvardsn order to stratify

or reduce the number of candidates, a matrix was drawn up and intervweeveesirposely

selected to be interviewed in @rdo get aepresentativeample of the SU academic staff

complement.

As suggested bienninget al (2004:71)the identificationand selection of interviewees were
guidedby the main research question and the unit of analysis and it was decided to use the
responses to the questioroabFrequency of participation in professional learniag main
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criterionfor theselection of interviewees. Following the advice frtarriam (1998:61)the other
criteria that were used in the matrix were also detemiingt; theseincluded gender, race, faculty,
highest qualification, whether respondents had a teaching qualification, their level of appointment
and number of yeadseaching experience in higher education. The matrix of interviewee

informationis attacled as Addendum A.

It was further decided to match the four SU project membersamlatd beconductinghe
interviews with the seleatieintervieweesma k i n g aymmetrical positiooffHenninget al,
2004:68)based on common ground and/or shadbutesas described biyaxwell (2012:101)
Putting interviewer and interviewee on equal footing was an attempt to ensure that thewetsv
were not e e n vessls] 6f informatiord b ut  rreseahck parthars Tayinmetriél
positioningdwas done on the bases of rank, geographical location, backgandrate, with the

purpose of creating a safe, trustworthy and accoungdivlespheréHenninget al, 2004:54)

The selected interviewees were contacted by the interviewers anchagltgcooperative and
pleasedo help someone dug their researcfSteke, 1995) Two of the interviewees originally
identified according to the matrof criteria had to be replaced because they were not available
when the interviews were conducted. They were replaced by interviewees who had the closest
resemblance to thedharacteristics. All interviews were scheduled to be conducted during October
2012.

5.9 Positioning myself as researcher within this study

As practitionesresearcher, | agree with Sikes and Good2003:33) Henninget al. (2004:9)and

Guillemin and Gillam(2004)that the values and practices of educational reseaedtaped by the
professional values, beliefs, practices and eepegs of the individual educational researcher when
existing knowledge, insighpfironesiknowledge according to the Gregkhilosophersand

practical wisdom are used to explain what has been encountered in tfldegatmget al., 2004:9;

Sikes & Goodson, 2003:43)he choice of research design, methodology and theoretical
framework are al so di r ec,inénh hdipyo shapesthem.scerdgingc h e r
to Sikes and GoodsdA003:43) research practice cannot be disembodied and the person of the
researcher is always there because it is impossible to take the researcher out of any type of research
at any stage of the researdaioqess.This aligns with the views d¥laxwell (2012:98)andHenning

et al (2004:6)that the researcher is thaalyticalor main instrumen{Merriam, 1998:20)n the
researchandow t he data wil/ be inter pknowledgedy 1 s det e

understanding and expertise
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Trowler (2011)argues that being an insidesearcher has the advantage of being able to produce
6emacdount s of tchitaral iteaacya Thé adgaertabesofrbeind an insider

researcher are also underlined by Henmihgl (2004:6)in stating that the background thie

researcher ensures thhe fithick description of the datahatcan be given is more than mere facts

and empirical content, but interprets the dagcause meaning is not carried by the datg. A

reason fortheinsidare s ear cher 68 abhickydeéovcgi pei ond of |
Maxwell (2012:87)in fiexperiential knowledge is often more credithian that drawn from prior
research, because it is grounded in direct ac
being studied. The experiences of the insi@searcher also add valuable insights and critical
knowledge to understanding the expaces of the participan{®enzin & Lincoln, 2005; Merriam

& Leahy, 2005)

Having beera professional learning practitioner f80 years and knowing my own personal

attributes and preferences, | chose to locate this research antiniterpretive paradigm from

where | also used my own prior experience and expert know(&aige2009:161)n analysing the

data. This positiong of myself as the researcher also paini@wvards an ethical awareness

alluded to byPring (2003:52)According to Prind2003)researchers are becomimgpreawareof

the ethial dimensions of conducting educational researahbecause of this, it is important to

kegp in mind the researcprinciplet hat f@Aconcl usi ons are supported
relation of conclusion to evidence, and the evidence on which those conclusions are drawn, should
be open to scrutiny and might be considered acceptable only if they have withstood: publi

cr it iildi:55)mroordér to establish the credibility of the conclusions, it is thus necessary to

address all significant validity threats which could exist.

As insiderresearcheone might lose the abilityp produce decentulturally neutraldp et i ¢ 6 acco
of the datgTrowler, 2011) As mentioned earliert is therefore of uhost importance to ensure the
finescapable dependencetbatrustworthiness of the researcher in exercising judgment as
objectivelyas possibleto conclude only those things that can be justifiethe light of thedatg

and to be open tieedback and commeat peers(Pring, 2003:56)Furthermorethelevel oftrust

between the researcher and tesearched, on the basis of which informatiah&edis a matter

of implicitly being trusted with confidentiahformation andnakingoneselfvulnerable

~

As researcher, | am also in agreement with Sikes and Go@308:48t hat fir esear ch g
immoralifr esearchers do not own their involvement
is mechanistic and applied in a technical manner without regard for the specific conditions and

circumstances of e ac hThyuskhave friecta bbedoth objectsveaamd c h c on
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critical while looking at and reporting on the datdnile concurrentlypeing annsider, outsider,
both and neithefMullings, 1999:337)

5.10 Quality of the data

It is of paramount importance fany study to ensure the integrity and quality of the data.

According toMaxwell (2012:128)researchers using qualitative data have been advocating the use

of concepts | ike o6trust woiled hygidd ashthdse ieienddrehn ent i c
more representative of the standards employed by qualiteteancher€arlier, Babbie and

Mouton (2001:276278)also indicated that good nanumerical research is trustworthy, which

includes the notions of being credible, transferable, dependable and confirmablturifresry

advised that triangulatioshould be implemented emhance validity and reliabilitgibid.:275).

Although case study rearch used to be considere@ad ordseach (Yin, 2009:2) the research can

be made O6harddé by i mplementing multiffne resea
2009:42)in collecing the data within a single case stuay is the casa this study

Another influence othetrustworthiness of research is the position of the researcher heeself.
researcher was acutely aware of the fact that my own values and beliefs, steromitigef
experiences and influences | have been exposad tdso pointed out by SikéSikes & Goodson,
2003:43) informed my conclusions and interpretations as researcher. Objectivity could thus be
jeopardisedIn accordance witlstake (1995)the need for triangulating the data was important in
the search for accuracy, reliability and validity or trustworthinasd also because ofy
subjectiveinfluence with mebeingthe researcher. While a subjective interest presents potential
risksfor researchthe inclusion of subjective experiences as a basis from which to conduct research
should be embraced as a relevant part of the stather than eing avoidedMaxwell, 2012:96

97).l n t hi s r e s p eawhexpetiechces couldd adelaable ihsightséasd critical
knowledge to understanding the experiences of the particifia@tzin & Lincoln, 2005; Merriam

& Leahy, 2005)

In line with Babbie and Mouto(001) Maxwell (2012:133)however argues that validity, or then
trustworthiness, rather refers to the conclusions and interpretations tihendata and he further
argues(p6 6) t hat combining qualitative and quant.i
met hodol ogical triangulation é and also as a
rather than simply confirming our darstanding. He cautionsthough that validitycannotbe

purchased with techniqué@slaxwell, 2012:29). In an attempt to ensure trustworthiness, the

following steps were taken in this research:
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i Triangulation of methods through the use of multiple reseaathods (See sections 5.7 and
5.8 above)

1 Triangulation of theory through the use of various tlesoin an attempt tbetterunderstand
the phenomenonding investigated (see Chaptgr 4
Member checks of interview transcripts by the interviewees as well as the interyiewers
Reflexivity through seHawareness and critical se#flection to identify pssible bias
Peer feedback by presenting preliminary findings at various national and international
conferencegHerman, Leibowitz & Van Schalkwyk, 2012; Herman, Leibowitz, Van
Schalkwyk & Jawitz, 2012; Herman, Bitzer & Leibowitz, 2013, 2014)

1 Audit trails of the process of design, development and administering of the electron

guestionnaire (see Section 5.7)

5.11 Analysis of the data

5.11.1 Background

Narrative(qualitative)and numerical (quantitativelataweregeneratedor this study The
numerical datavere generatedia an anonymous electronic questionnaire administered to all
permanently employed acadersiaffat SU. The questionnaire also generated 120 pagesttan
responses to thast five operended question3he numerical datavere captured and exported to
Microsoft Excel. Fronthere an external consultant cleaned the dataiaddrtooka descriptive

analyss in Microsoft Excel.

Themain bodyof datawasrecorded fronwritten and oral format(open comments and recordings

of interviews) andanalysed by following number of steps through differamalyticallevels

adapted from the work dfliles and Huberma(il994:92)as depicted in Figure 5.2 beloNWarrative
contentanalysisprocesses am@escribed byerriam (1998:178a s ¢ 0 mp mmavirg back ahd i

forth between concrete bits of data and abstract concepts, between inductive and deductive
reaesoni ng, between description and interpretat:
Finally, themeanings, understandings or insigi@sned from the narrative analyses comprised the

bulk of the findings of my study while following thigalogical, iterative and mukdirectional

movement between the data sources and the thBoeynumerical data wereainly includedfor

biographical purposeand to strengthen and substantiate some of the narrative findings.
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Figure 5.2: The analytical ladder as adapted from Miles and Huberman (1994:92)

5.11.2 Level one analysis: Preparing, summarising and packaging the

narrative data

This first level of involvement with the data in order to organiseito get a picture of wdit
emergée from different source@Babbie & Mouton, 2001:238Puring this first phase of the
analysis, the data from the different sources weeeeforereviewed to get &arger,overall picture.
Theaimwas not tadentify relationships or links between the different sourcedatdat this stage
but someobvious and useful links and relationships could be indicated at this level.

The first step of analysis for this research was to prepare the qualitative data in text format. This
included downloading the openraments from tl electronic SUSurvey system and transcribing
the oral interviews. Transcriptions were done bynalependentonsultant. The process of coding
then took place to organize and sort the datahthdtbeergeneratedCodes were also used to label
the data ip summarising andynthesisingvhatwasseen in the data. Based on the fact that the act
of coding is the link between data collection and interpretation, coding is also called analysis.
Merriam and Leahy2005)remind us that codinfprmsa golden thead between the different major
strands of data in order to answer the research questions. An important aspadntmind is that

the codes should fit the datather than trying to make the data fit the codes.

| chose to code by hand as first hrayto learn to use computer software would take up valuable
time and | felt more comfortable and closer to the data with a more-baragigoroach. | further

worked in a multidirectional way by developing the codes while coding the data and also applying
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samea priori codes which were derived from the literature, the research questions, the coding for
the institutional case study report (as part ofNIRF=umbrella project) and my experience in the
field of professional learning.

A first step of attribute ating for the purpose of data management was done throughout the process
of data gatheringpr all the interview datay completing a biographical table for each of the
interviewees by specific interviewerThese included aspedach agiender, level oappointment,

home schootaculty, disciplineandteaching qualificationsThe secon@nalyticalstep was

structural codingltsp ur p o s e wgaand tdugSaldamha,a2018:64f all the data in order to
identify broad themes or conceptual phrases relating to a specific research question within each of
the different data sourceSaldanha (2013:84roposesisingstructural coding when dasae

gathered from multiple participants for exploratory investigations and he also recommends using

thistype of coding when codingpenended survey responses.

Structural coding of the open comments fritra questionnairencluded descriptive coding by
allocatingsingle word summaas as codes and determinihg frequency of appearanoé these

within the dataTheapproach of using q uysatsat i sti csd®6 or Asi mple cour
claims that are i mpl i c Maxivell (2018:E7pnd endosedbye 0 1 s a
Saldanha (2013:86yho suggestthat@requency reportscan give an indicatioof which codesare

more frequent and whiabccurseldom. According tderriam(1998:164)coding occurs at two

levels namely fidentifying informaion about the data and interpretative constructs related to

a n al y svivoscading was therefore dosénultaneouslyand a selection of these quotes, as

given by respondents, was included within the same tables.

The structural coding of tHecturer nterviewsfor this research related specifically to the
seconaryresearch questions of this stuéach individual interview was coded acategorised

through a process of open coding during which codes were seledies loasis ofvhat the data
represeted or meantto theresearcherv i vo coding of interviewees?®d

throughout the coding process

Eclecticcoding wagperformedas a second cycle of coditmrefine the firsicycle coding through
re-organising and ranalysing the data.his was done in order to develop a smaller and more
selectivdist of broader concepts, categories or thermbsdifferent coding strategies combinied

this cycle were

(a) Values coding: identifying underlying values, attitudes and beliefs by looking fasgh
I i ke offilnedddivhnko, il t i s | mpaodrseafartht t hat o
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(b) Versus coding: identifying conflicts, dichotomies or competing gealsaledbetween
participants

(c) Emotion coding: identifying the feelings, emotional states or reactionsr(angd,
embarrassment, anxiety, shame) respondents coulddeadedpy looking for instance,
for the phrase Al feel o

(dPattern coding: identifying rules, caquses
fiand then, fibecause, and so forth.

Theseidentified codes, categories and quotes are report€dapter6, in thediscussion of the

narrativefindings of the study.

5.11.3 Level two analysis: Repackaging and aggregating the data

According to Miles and Hubermdh994:55) data analysis is an inevitable selection process and
level two of the data analysis in this study thus comprised the repackaging and aggregating of the
data by identifying themes and trends across all data sour¢assecond level of analysls
attenptedto identify crosscutting themes from the different data sourcegentify relationships
and links between tine This was done by first looking at the coding categories to allow for
subsequent identification of them&ubaandLincoln (1981)suggest four guidelines for
developing categories that are both comprehensive and illuminating: firstly, the number of
respondentsvho mention something or the frequency with which something arises in the data
indicates an important dimension; secondly, the audience may determine what is iniportant
meaning that some categories will app®are or less credibl® certain audienceshirdly, some
categories will stand out because of their uniqueness and should be retained; and ¢euidiny,
categories may reveateas of inquiry not otherwise recogniseal possibly provide a unique view

on a common problem

Duringthe process ofinalyss, the original categories were synthesised into themes. The themes
were clustered into groups to facilitate the presentation of the data in relation to the research
guestions. According to Cohen, Manion and Morri€2000:296) this method integrat the

di fferent franseanding}the rather grtificiah boundadek was at this stage of the
analysis that the theoretical backgrouhnatframed the inquiry also featured in the analytic process
(Henninget al, 2004:105)

5.12 Summary

Documenting thenanner in whiclany research is executed is an important aspeats wélidity and

reliability. This chaptehasprovidedan account of the purpose and aims efrésearch as well as a
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description othe research desighpw data were generateshdhow analysedThe ratonale and
explanation fodata managememtere also put forward. The instruments usedeneratéhe data

as well aghe background informatioof the participants who were involved in the research are
included as addendaee Aldenda A and IC To ensurehe integrity of the research, the data and

the findings, my position as researcher and the implications thereof were dgogedter with an
explanation of steps that were put in place during the research process to ensure such integrity. As
part of ths chapter, the larger NRF umbrella project of which this research formed part, was also

described.

The true test of any research is in the analysis of the data leading to the f{htingsget al.,

2004:101) The next two chaptergportthe data and the findings thfe empirical part athis study.
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Chapter 6

Findings from the narrative data

6.1 Introduction

The previous chapter outlined the research process and research decisions for the study. This
chapter reports on the findings from the narrative data. Questions 21 to 25 of the electronic
guestionnaire requested lecturer motivations and explanationsoiocesimade and these open
comments were analysed as part of the narrative data of this re§da@chsponses of the 238
Stellenbosch lecturers to the open questinrise questionnairésee Addendum C for

guestionnaire) were used as the main sourcamétive data, while the interviews conducted with

15 purposely selected lecturers served to enrich, elaborate, refute or confirm the earlier findings (see
Addendum E for interview questions). Because of its supporting role towards the findings of the

narrative data, the findings from the numerical dataraperted in the next chapter.

This analysis supported the exploration of the unit of analysis of this research and also assisted in
answering the stated research questions. Level one of the datasawalysiescribed in Chapter 5.

The next section descablevel two of the analysis.

6.2 Level two data analysis: Repackaging and aggregating the

data

In the sections that follow, the narrative findingsounded in sufficient supporting detail to ensure
credibility and trustworthinessre reportegMerriam, 1998:152)To this avail, quotésrom the

different data sources are included to explain ostuttiate the findings. Most of the times only

one or two quotes are included as representing a specific finding, however, in some instances more
than two quotes are included where it is deemed important for the case. Direct quotes from the open
commentsn the questionnaire are italicised and indicated with aw@i)e those from the lecturer
interviews are i1talicised and coded with the
the end of the quote indicating a specific interviewee. This pastéotiowed throughout the

chapter.

%Some of the quotes were translated from Afrikaans. The
taken to translate these as acaelyahs possible.
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6.3 Professional learning for teaching as a choice

The focus of this study was to examine how context may potentially influence the detciiiog

of lecturersaboutparticipating in the (formal) process of professidaarning for teaching. As

illustrated next it became clear that involvement in the process of professional learning for teaching
was expressed as an individual choice influenced by individual and professional cdtgexts.
indicated in the following sean, thesehoicesoftenwere tradeoffs on various levelsA selection

of comments containing language suggesting the notion of choice, are given in this regard:
Lecturers at Stellenbosch University seem to see their decisions for participating inigmafess
learning opportunities for teaching. as
(a)a choice between various available professional learning opportunities for teaching:
We have a lot of resources availableis ourchoiceto use them. (Q)

Regular inviations are received via emallhe choice is wide and | can select relevant courses. (Q)

(b)a choice tempered by the accompanying opportunity cost:

There is always a balance to be found between different calls on one's time as an academic. The
reality is that there is always more that can benleagsearched and done but one hahtmse In

my case thehoiceto participate in more professional learning for teaching is tempered by the
reward that it will bring and thus how my time should be prioritised. (Q)

(c) a choice between spending timreather responsibilities and expectations:

| would have tachoosebetween teaching (myself, actively, rather than passing lecture ditien
to junior people) and learning about teachihgrefer the former as it gives me valuable (informal)
feedbaclkand keeps me in touch with the students and their needs, and | sometimes wonder about the
disconnect between the teaching as a science hathappens in the real worl@)
(d)a choice between the expected roles of the academic:
It needs to be a specifthoiceto make time for professional learning for teaching. It certainly
comes after service and resea(€).
(e) a deliberate choice to focus on teaching:
I make learning about teaching a priority, but that is dhéice not that of my faculty or

departmat [capitals in original](Q)

(f) a choice based on the need to learn:
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| teach quite a few modules anded tocontinually develop in this field to ensure that my students

get the necessary learning opportunities to realise their potential. (Q)

(9) a chote solely emerging from intrinsic motivation:

| find that the environment here, for me personally, it is up to the individtiakéoadvantageof
opportunities when and as t hey-teopgpatenitygvass o | we
there.(L1)

From the above it can be established that professional learning opporttroitieshich lecturers

can selecarre available at the institutiphuttheir decisions are influenced by the attached
opportunity cost in terms of their duties and expected rolekinga decision to participate in the
process of professional learnitigereforeseems to be considered as a personal choice based on the
unigue context and intrinsic motivation of the individual lecturer. Decisiaking thuss a

complex endeavour andffdirs from one individual to theext

6.4 Decision making about participating in the phases of the

process of professional learning

Decisionmakinghas beewmlefined as the weighing up of alternatives to determine the best option
(see Chapter 4). One dfe respondents in this research also referred to deamnsikimg for

participating in the process of professional learning for teaching as such an act of deliberation:

Academics nowadays are under enormous pressure to improve their research, teaching and
community development. This pressure has increased tremendously over theliageafs. As a
result, one constantly hasweigh matters upagainst one another and then teaching becomes one
of these activitiegQ)

As indicated in Chapter 4, the procesprofessional learning for teaching consistshoéephases
involving threeconsecutive and interlinked decisions (see Section 4.6). The first of these is the
decision to participate in a professional learning opportunity, followed by the decisianrto le
during the actual opportunity afldstly, the decision to implement what was learned. The

responses from the lecturers in this research alluded tottiresphases.

Lecturers referred to making a choice to participate in the process of profetsaonialg (phase 1)
if they were interestedf they wanted to learn new things and grow as professiooaighen an

opportunity seemed useful. The quotes below serve as examples of these:

and we were interested € an dorthatreasoa.8utBlikeioggov t hi n
there on a regular basis for the networking and also for geneaald sometimes.l. I'm getting to

the stage now where | repeat some of the thifhgy.
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but I took those courses to really, to see what the trendis higher education(L15)

And there's a definite growing need from many of us, that we do want to understand what are the
best teaching methods. (L11)

it means that you yourself keep learning. And the only way in which | think you can be a good
teacher isf you are a learner yourself. (L8)

I enjoy teaching and therefore try to make time in my schedule to attend events that will lead to an
improvement in my methods/style, etc. (Q)

One interviewee indicated that lecturers might sometimes have to be ercbanaignotivated to

make a decision to participate in a professional learning opportunity:

people might not volunteer themselves to go but if you are encouraged to go by your line manager it

might increase the chances of people developing. (L3)

Another respondent mentioned that a professional learning opportunity could be experienced as a

6wasted if it was not deemed rel evant :

If you have any question as to the direct relevance of a particular option for learning, you just do not

use it because the wassbpould it not be useful, is just not justifiab(€)

The previous quote stresses the importance of the actual professional learning opportunity (phase 2)
to be focused on the needs of lecturers as adult learners. This issue was also communicated by

respoments indicating that this was not always perceived to be the case:

Besides, we have so much coursework to cover, that we cannot spare the time to engage in many of

these activities é E.g., we don't haessays.dQoup d

| attended one some time ago and my impression was that the techniques proposed might not work in

a large class. (Q)

The proposition that the process of professional learning is only completed when a decision is taken
to implement what was le@ed during suckessionss alluded to in the quote above and was also

mentioned by a number other respondents

it is expected that as a result of engagement your outputs will increase and improve in quality and

these outputs are formally recogniseltislis as it should be. Learning must lead to outgQXs.
the assessment methods used in my course are from professional learning opportunities. (Q)

So no, | have actually, I've realised | have implemented some of what I've learnt from those

workshops. I(9)

I have implemented a thought that | brought from the CTL. (L11) [Translated]
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Another respondent summarised the process of professional lemniagching indicating the

decision to participatead been ak en &ébecause | vée&taboit it highly
i mpl ementing what was | earned because it woul
etc.6 The process was also explained by one o

improve, then actually improving skills ardstly, implementingwhat was learned

| see teaching as something to be taken seriously enough so that one constantly tries to improve your
skills in that area, as we do in our professional lives as [state profession] or whatever. So it's a
discipline on its ownand it needs a bit of effort if you were to improve your skills and do it well.

(L12)

Respondents indicatédat,if lecturers had previously experienced the process of professional

learning for teachingspositive, theywould be more inclined to partigate inthefuture:
Having been involved in some activities you then become attuned to others. (Q)

But when you go to them, then you realize that

then led me to, to sign up for other workshops after (ha#)

The influence of context on decisiamaking is inevitable. The decision to become involved in the
process of professional learning is therefore no exception. The next two sections aim to set out the

considerations reported as poteniidluences m decisionmaking.

6.5 Perceived enabling considerations for the decision to
participate in the process of professional learning for

teaching

To perceive oneself as enabled when having to take a decision, an individual should have adequate
power, means angpportunity or authority to do so. In the sections below, considerations from the
professional and personal spheres oflifeeworld perceived by academics themselves as

potentially enabling to their decisionaking for participating in the process obfassional learning

for teaching at SU are reportédiarrativefindings from the datéhat areinterspersed with some
comments which lay the foundation for the discussion that follows in Chafu#o8 the tabulated

summaries ithe next subsection

6.5.1 Considerations from the professional sphere of the life-world of
the individual

Table 6.1 belowresenta summary of the considerations from ginefessionakphere of the life

world that could potentially have amablinginfluence on the decisiamaking of the individual
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academi@boutbecoming involved in the process of professional learning. Tdwsaderationare

described and substantiated from the data afterwards.

Table 61: Summary of enabling considerations from the pofessional sphere of the lifevorld

Considerations from the professional sphere of the litevorld that could potentially be
enabling for making the decisionto become involved in the process of professional
learning for teaching

Themes Considerations
1 Resources Availability of resources for the process of PL for teachin
including:

9 PL opportunities

I Good class room facilities
1 Well-equipped library

9| Free Internet

Support and guidance by the institutional Centre for
Teaching and Learning (CTL)

Information about available opportunities for professional
learning for teaching easily accessible

2 Approaches to Pl PL opportunities available (but mainly seen as beneficial
young and struggling lecturers

Mentoring

Peer feedback opportunities

3 Institutional Support from middle management
influences

Factoring time for PL into work agreement

Synergy between teaching and research

Each of the themdabatpotentially pertain to the decisionaking of lecturers as summarised in

Table 6.1 abovas discussed below.
6.5.1.1 Resources

6.5.1.1.1 Availability of resources for the process of professional learning for

teaching

Considerationsrom the professional sphere of the Merld that weradentified by lecturers as
enabling mainlyfocusedon the availability of professional learning opportunities at Stellenbosch
University. I n the open comments, the availab

for teaching at the institution was mentioned as a resource in and of itself an@dieterences to
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courses, sessions, opportunities, workshops, internal conferences and lunch hour sessions. One

interviewee, for instance, remarked:

I think at Stellenbosch there are a lot of opportunities that you can take up, and then you must of
coursetry to take it up. (L4)

Lecturers further referred to the availability of funding and grdatexample the SU Fund for
Innovation and Research into Learning and Teaching (FIRLT) and the Teaching Development
Grants (TDGs)as well as funding made avdila by academic departmeriies participatingn
opportunities where cost was involved (these would normally be outside the instituat)rers
also mentioned the availability of free Internet services, amgstiurced libraryand classroom

facilities as resources. As indicated by one interviewee:

Therebds very good r es o-wisecteashingvenueshtheyghave whatyeur s i t y
need to be able to do a presentation.andvimadt her
old fasioned lecture(L13)

It was also mentioned théthe university strongly encourages interaction with teackipge ci al i st
and almost all respondents mentioned the Centre for Teaching and Learning (CTL) as an important
and valuable resource for the prafiesal learning of academics for their teaching function. The

following quote is an example of sualmesponse:

Central unit which coordinates university teaching arranges workshops, conferences, etc., which

provide a range of opportunities for such engaget and are done at the university's expense. (Q)

The importance of structural resources, including infrastructure and opportunities for decision
making during the first phase of the process of professional learning for teaching, are indeed non
negotiablaf we aim to deliver quality student learning. How the availability of such opportunities

is communicated plays an important role in its success.

6.5.1.1.2 Easily accessible information about opportunities for professional

learning for teaching

From the open comments it was clear that information about professional learning opportunities for
teaching was easily accessible at the institution. As an example of such comments, one respondent

indicated:
Such opportunities are generally well advertised anehggood institutional coverage. (Q)

According to the respondents, the information about upcoming opportunities were available from
email communications, regular newsletters, a supervisor, the University homepage, the Daily

Bulletin (now the Boschtelegranpersonal connections, the videan Teaching and the Faculty
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Committee for Teaching and Learning. Information is also available from the Centre for Teaching
and Learning website, but this was not always seen as-&ieselly sourceas seen from the

following quote:

| think that the CTL website could be more functional, but between regular communications to
members of staff and numerous portals for finding information, | think that we have access to this

kind of information(Q)

Another respondent suggeda needor a hardcopy brochure from the CTL. This would be

immediately available and also useful to give to colleagseshandy source of information:

| generally belief that information on professional learning is accessible, but if it iStprstan

based and static, people seldom make the time to look for it. It could be very helpful to receive a
hard copy (as a kind of annual report) on what the centre does, who are the staff members and what
is envisaged for the year or next two years thhawgearch programmes. There was indeed a similar
document that the Stellenbosch CTL distributed, and | could immediately also share this with new

staff members. (Q)
6.5.1.2 Beliefs about professional learning for teaching within faculties

6.5.1.2.1 Professional learning opportunities mainly seen as focusing on new

and/or struggling lecturers

The respondents and interviewees alluded to various definitions and purposes for professional
learning, mostly focusing on newly appointed and struggling lectivarst responses indicated
thatprofessional learningpportunities were mainly seen as supportive of new and struggling

lecturers. The quote below serves as an example:

| have gone to them [professional learning opportunities] selectively, but on théatiaelr think

maybe for young new teachers it could very well be very valuable. (L5)

In this regard, the existence of a mentoring system for struggling lecturers was also mentioned by

respondents. One example of such comment given by a lecturer stated:

butwe have a mentor within our departments who assist us when we need assistance and give us
support (L15)

Opportunities for peer evaluation and feedback were also mentioned as a valuable resource within

faculties with the proviso of a trusting relationship:

What we have done here for instance in the department, but that you can once again only do if you

really trust one another. W&t in on one another's class@st)
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These findings support the poidentifiedin the numerical data analysis (see Secti@173 and

Chart 7.10)f respondentsdicatingtheir first port of call when they need helptheir colleagues.
6.5.1.3 Institutional influences

6.5.1.3.1 Support from middle management

The attitude and support of middle management towards the pafgasdessional learning for
teaching has an enormous influence on the motivation of academics to actually participate in the
processEncouragemerftom deans and heads of departments seems to be playing a hugely

enabling role in motivating academic staffd was referred to by a number of participants:

But | think the main thing is that the HOD must drive that thing. He or she must come in on that and
say, but you know, it is important to go there and learn those things. (L4)

They [management] advised eemake use of my resources to enhance the teaching experience for
both myself and the students. Making use of the PREDAC course for instance (for new lecturers).
They are also encouraging me to do an extra course outside of the university to makertmedepa
competitive on an international levéQ))

Some of the interviewees also indicated the importance of managers seeing them [the academics] as
persons. When a new manager was appointed, one interviewee indicated a difference in

management style:
I think he is more interested in the people and he sees what you are doing. (L11) [Translated]

The influence that middle management has on the context within which lecturers have to make
choices about their participation in professional learning for teachingisand was also

mentioned by the senior managers (Seetion 3.6.10 Transformational leadership at this level

should create the environment that enables and encourages academic staff to prioritise professional

learning for teaching.

6.5.1.3.2 Factoring time for PL into work agreement

Thelecturers requested that time for participation in the process of professional learning for
teaching should be factored into the work agreements of academics as this would create space for

lecturers to flourish inheir teaching function:

The opportunities might be there but the faculty focuses on research and therefore does not

necessarily create space in terms of time and workload. (Q)
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6.5.1.3.3 Synergy between teaching and research

Teaching and research are ofparceived as oppositdsut@ o olectdirers regularly indicate that
their subject research informs their teaching and vice versa. Striving towards the creation of a
synergy between the teaching and research functions was mentioned by intervieweethasgsome

that university lecturers should be pushing towards as part of their own learning:

it means that you yourself keep learning. And the only way in which | think you can be a good
teacher is if you are a learner yourself and if you keep your own mditesia in other words you
start teaching by rote if you donodot do researc

Framing both professional l earning for teachi
could be useful in this regarather than pulling in opposite directiotiseseactivities should then

feed from each othewhich could potentially create an enabling environment.

6.5.2 Considerations from the personal sphere of the life-world of the
individual

Table 6.2 summarises the considerations fronp#rsonalsphere othe lifeeworld that could

potentially have aenablinginfluence on the decisiamaking of the individual academic for

becoming involved in the process of professional learning. These will be described and

substantiated from the data afterwards.

Table 62: Summary of enabling considerations from the personal sphere of the IH&orld

Considerations from the personal sphere of the lifgvorld perceived as potentially
enabling for decisionmaking to participate in the process of profesional learning
for teaching

Theme Consideration
1 | Intrinsic Being intrinsically motivated
motivation

The value of personal contact and interest

Having a positive attitude towards teaching and learning

Love for teaching

Having a teaching alification

Each of the themes that potentially pertain to the decision making of lecturers as summarised in
Table 62 above, is discussed below.
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6.5.2.1 Intrinsic motivation

The analysis of responses from participants suggested that the considstatiorerised under the
theme of intrinsic motivation as presented in Table 6.2 and discussed below had potential to enable
the participation of academic staff in opportunities for professional learning towards the

enhancement of their teaching.

6.5.2.1.1 Being intrinsically motivated

Lectures themselves explained the role of intrinsic motivation and personal agbeayy
instrumentain making the choice to become involved in the process of professional learning for
teaching. Quite a number of respondamtferred to the importance of intrinsic motivatitre

following quotes are examples$ this:

If | think something may be useful, | make a huge effort to attend, even if it means that | must catch
up with other work at another time. This does sometimaise me feel overloaded but | still would

attend sessions that | find useful. (Q)

The enthusiasm is the thing that causes you to

you go out and try and find new ways to teqtH)

| have been activglengaged in my Department in numerous initiatives to enhance learning in our
undergrads particularly €é | am actually one of
inundergradlearning | have never been acknoovtheewdrgledd or r
in developing teaching and learning. It has to be its own reward, or you don{Q@Ip it.

for me personally, it is up to the individual to take advantage of opportunities when and as they arise.

(L1)

The enabling power of intrinsic motivah was also referred to in the numncal data (see Section
7.21.3 and Chart 7.9).

6.5.2.1.2 Value of personal communication and relationships

Another interesting finding was the call for personal communication and relationships between the
academics anthe CTL staff as the facilitators of professional learning. This finding relates to the

need for, and criteria of @arefuléenvironment. The following quote ses@&s an example:

But | really would value that somebody come and sit and that | donftgustto go to a formal

training session, but that it can be personal (L9).

A large number of lecturers indicated that they always felt welcome at CTL. Questionnaire
respondents indicated thattheyvald t h e [b]ur CTL is théreafousoni  w ifattdstic i
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suppord. Respondents also appreciated the fact that they could contact CTL staff members about
anything at any time, via any channel (email, telephonether mearysand knew it would be
fianswered swiftly. The quote below is another exampleto$ appreciation:

The centre for teaching and learning is always willing to assist and research any questions directed at
them from academic stafiQ)
6.5.2.1.3 Positive attitude towards learning

Some participants indicated that professional learningrdppities usuallyistimulated and
developed their teaching and that the choice to participate was not necessarily about relevance but

rather about attitude and having an open and creative mind:

Obviously topics are not always directly applicable, andespeople will moan about this, but really

it depends on attitudewhether you are willing to be innovativ &)
To this avall, it was commented by another respondent that:

I do research in WATER. It is always applicablee gar dl ess oflQQoneds disci g

6.5.2.1.4 Love for and a calling to teaching

Some lecturers were very vocal about their love and passion for teaching and students and how they
enjoyed it. Upon the question whether they I

d o 0 )(aidXribdther interviewee said:

but | actwually really enjoy teaching. l'tds an
For one interviewee, teaching hiosvalitelysteraili | i t vy
[studentsp ( L1) whil e anot heachingiwasthercalinge wee i ndi cat e

And then | believe it is my calling in life to make a difference in the lives of students because | can
make a difference in their lives. (L11)[Translated].
6.5.2.1.5 Having a teaching qualification

Having a teaching qualificatiowas seen as an advantage because it gave lecturers something they
could use, or fall back guuring their teaching:

|l dm the only one with an education qualificatd.i
could implement, | could use a lotwhat | knew and uh, it was a very positive journey as well for
myself. (L3)

| 6ve got mixed feelings on that [ PGDip] on the

some of the things. (L7)
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6.6 Perceived constraining considerations in decisions to

participate in professional learning for teaching

When a consideration is defined as a constrainth a definitioris based on the fact that it
prevents, restricts, negatively regulates or dictates the denisikimg of the individual academic
about beoming involved in the process of professional learning for teaclmrge sections below,
the considerations from the professional and personal spheres of-therldehat areperceived by
academics themselves as potentially constraining to thasioleaboutparticipating in the process
of professional learning for teaching at SU are repoftedtabulated summariggesented below
are followed bythe narrative findings from the data interspersed with some comniémetsday

the foundation for t& discussion that follows in Chapter 8.

6.6.1 Considerations arising from the professional sphere of the life-

world of the individual

A summary of the considerations from firefessionasphere of the lifevorld that could
potentially have @onstraininginfluence on decisiabyindividual academigaboutbecoming
involved in the process of professional learningressented in Table 6.3, beloWheseare

describedafterwardsand substantiated from the data.

Table 63: Summary of constraining considerations arising from the professional sphere of the

life-world

Considerations from the professional sphere of the litevorld perceived aspotential
constraints to making decisions about becoming involveidvolved in the process of
professional learning for teaching

Themes Considerations
L Teaching (and PL Good teaching not valued
for teqch(;ng) not PL for teaching not valued but included in performancg
perceived as appraisal
valued
SoTL not recognised as research
No career prspects in teaching
High opportunity cost
No regard and reward for teaching
5 Misalignment of | Time spend on teaching and teaching related activities
priorities moral dilemma
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Considerations from the professional sphere of the lifevorld perceived aspotential
constraints to making decisions about becoming involveidvolved in the process of
professional learning for teaching

Themes Considerations
Researctteaching tension
The use of student feedback
3 Perceivedack of | Role of middle management
support No encouragement from colleagues
Lack of administrative and support staff
Unrealistic expectations
Setting of expectations without having relevant suppor
structures in place
4 Practical Teaching of large classes
consideration Physical spaces for teaching
Timing of PL opportunities
Topics of PL opportunities not relevant
Lack of time and high workload
. Perceived No need for PL
teaching Feel i-eugppedi | |
competence and
confidence

Each of the themes pertaining to the decisi@king of lecturers asimmmarised in Table 6.3 above

is discussed below.

6.6.1.1 Teaching and professional learning for teaching not perceived as

being valued

6.6.1.1.1 Good teaching not perceived as being valued

The absence of recognition for professional learning of teaching was something that lecturers felt
could be Ilinked to the prevailing definitions
along with the low stature of teaching. twasmme nt ed by various parti ci
teaching is only measured according to student feedback n d t hat t aAngbivalendbs t i t ut
about the role of teaching while the importancé t e a ¢ h lipservicand ibhags np A
incentives. Theuotes below represent these comments:
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|l 6m getting full mar ks for my teaching but it
many post graduate students, so | feel very strongly about that. | really feel they should make it
possible for pedp like myself and there are others also, give us more lectures but then evaluate us
on that as teachers and not so much on research. (L5)

6.6.1.1.2 Professional learning for teaching not valued but included in performance

appraisal

A large proportion ofespondents were unsure if any recognition for participation in professional
learning for teaching was provided while other respondents indicated that no recognition was
provided, but such engagement was sometimes included as an item in their officél annu
performance appraisal:

| can attend as many courses as | wish to but it never reflects in my performance apPjaisal.

Although it may be officially part of the performance assessment of staff, the actual value and

contribution to teaching is not hightegarded(Q)

Those respondents indicating thiagre isno recognition for professional learning for teaching felt

very strondy about the matter and indicated that they have never been encouraged to attend any
professional learning opportunities inghiegard, but have rather been discourdged attending

One respondent commented that #Anot a single s
t eachi ng gwhileamothér sa@d shat le¢tufeys are encouraged to participate but their

participation is not recognised:

encouraged to develop [their] teaching methods but there is never any formal recognition. There is

tacit recognition and friendly noises are made, but there is no formal recognition for such activity.
(There are institutionalawdrs f or teaching but | would say t he
professional | earningdé onl®®) popularity and suc

It was further reported that soiWece DeangTeaching) as well as some Deans were supportive of
these professionatarning for teaching activities, while other comments indicated that the

recognition (or absence thereof) was solely dependent on the Head of Department. Respondents
further indicated that engagement in professional learning for teaching was a persamstahy

moti vated endeavour, one t hresponderdgs did dobexpectanpy Yy o u

recognition in this regard. One respondent indicated:

I am arguably the only member of staff in my department who most regularly attends these

oppatunities, and | don't anticipate any recognition for taking this initiaf@g.
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6.6.1.1.3 Scholarship of teaching and learning not counting as research

It was highlighted by the lecturers that it was research and research output that &wiais a
researchintensive universityAccording to some respondents, research about teaching did not fall

within the same categgritowever
Teaching doesn't really counbnly research.. and not research about teachit).

Institutionally recognition is suppedly given, but when it comes to career advancement, only
research is really taken into account. (And definitely not educational res€@xh).

This findingcontradicted whatas been saidy senior manageme(ection 3.6.8 When lecturers
had to make abices about investing their time, the issue of career advancement was sometimes

foregrounded.

6.6.1.1.4 No career prospects when involved in teaching

The data highlighted the decisions lecturers had to take concerning the advancement of their careers
when contemplating their participation in the process of professional learning for teaching. The

following quotes are instances of such comments:

My faculty is very supportive in terms of my teaching endeavours, but when asking about a
promotion from a lecter to senior lecturer, the first comment is not about teaching, but the number

of publications ... very, very mixed signals, making me very ungQe.

In the current system where research outputs receive the most acknowledgment, is it more important
thatl use time not spent on admin, community interaction or immediate teaching duties (lectures,

marking, supervision) on working on my publications. (Q)

Again, in that teaching is not rewarded to the same extent as research means that investment in

teachingcomes at the cost of movement through the ranks. (Q)

6.6.1.1.5 Opportunity cost of spending time on teaching and professional learning

for teaching

AtSUasresearchnt ensi ve university, research i s what
careersBecause time is limited anbleworkload is high, individuals have to prioritise and make

choices’ sometimes difficult choicesabouts pendi ng t heir oO0free ti med
professional learning for their teaching. One responidegtiestionaire explained this situation as

follows:

The payoffs for specialising in teaching are comparatively low. Moreover, personally | am an

academic because | love research and my profession, and this is what | want to focus on. | do enjoy
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teaching, but haveevy little time available to invest in professional learning for teachitige

opportunity cost in terms of research and management time is just to¢Qjgh.

6.6.1.1.6 Absence of regard and reward for teaching

One interviewee felthatthe universityat ual | y encourages a O0di sinve

function through the lack of regard and reward for teaching:

I think therebs perhaps one thing that | can s
by the institution to disinvest in tediag and invest more in research, because there are more

rewards that are attached to research, obvious rewards; more recognition; more status and more
money, promotion that teaching per se @oést ¢ o me wi t hsowrerewardsdisthat x c e p t
sense vould say there are disincentives to invest in teaching, institutional disincentives. (L8).

6.6.1.2 Misalignment of priorities

According to respondents and intervieweaaking decisions in terms of their involvement in the
process of professional leargifor teaching posed a challenddis wasbecause of the perceived
misalignment&nd sometimes almost competimagture oftheir priorities, descriptions and
expectationgnd thoserom the side of the institutio.he quotes below serve as examples of such

misalignment:

[Neither teaching nor professional learning for teackshtaken into account when evaluated for
performance, only the number (not even quality) of publications. Even though Head of Department
says teaching and community interaction angartant, | know only publications count. University
equally ambivalent about role of teachinghen it comes to promotion, teaching and community
interaction does not count, even though the importance of the latter two are pontificated about

endlessly. Die situation(Q)

Papers at professional learning conference are rewarded with higher assessment points, supposedly

enhancing chances for promotion but research output is the overriding qualifying cr{ggjion.

We are officially encouraged to better [oteaching, [but] the reality is that you will never receive
promotion above the senior lecturer level based only on being a good teacher/lecturer, whereas

people get promotion as good researchers even if they are really bad lecturers. (Q)

6.6.1.2.1 Decision to spend time on teaching and professional learning for teaching

a moral dilemma

From some of the comments it seemed as if lecturers sometypesencea moral dilemma
when they had to make choices about where to spend their time. An example ajranonts is

given below:
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We have to do research and write articles although the students are our(€ients.

7z

Spending time on o0l earning about teachingd be

or valuedi neither by the institution, nor byiddle management or by colleagues.

6.6.1.2.2 Research-teaching tension

Stellenbosch University is a reseaiinkensive institutionThishas certain implicationss

mentioned by one of the respondents:

Being at a research institution where numberuifligations count more than good teaching, you
will spend much more time on research than teaching. (Q)

Other respondents mentioned that the institution expects lecturers to perform in both teaching and

research, but in the end research is the importgitiat#or regard and reward or promotion:

Even though teaching and learning is concerned as important at our university, in real life all that

matters, is professional research outcomes such as publications and delivered postgraduate students.

Q)

There isvery little recognition for teaching. The focus is on research output in terms of promotion,
rating, etc. (Q)

How student feedbadk used at the institutiowasreported by lecturers in this reseaashanother

misaligned priority

6.6.1.2.3 Role of student feedback

According to respondents to the questionnagsults fromstudent feedback are used to measure
teaching performance durinige annual performance appraisal and not as a potential tool to guide
professional learning for teaching. Senior ngaTaent confirmed thjas presenteidh Section

3.7.2.1. Professional learning for teaching is therefore only deemed useful if it will support the

improvement of such results:
Does not help my performance evaluation, only if it improves my student feed@ack.
Student feedback, number of lectures taught andgraguate supervision are all taken into account
during our annual performance evaluation, and we are awarded when this is good. (Q)

6.6.1.3 Perceived lack of support

6.6.1.3.1 Attitude and support of middle management

The university is structured through faculties and departments. Together with the Dean of a faculty,

the heads of departments therefore have a lot of influence and Em&edingthe stature and
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organisation of teaching and learniwghin an environment (also see Section 3.6.10 for senior
management view). Depending on the focus of such individuals in leadership positions, teaching
and its related professional learning activities can either be valued diheotext two quotes give

an indication of | ecturersodé responses:

Lack of support or understanding of the passion for professional learning for teaching often leads to
demands and deadlines been placed on me that make attendance of learning for teaching
events/workshops impossibl&))

So everything, itdéds li ke really the middle man
the sense of uhm, do they really understand what the the goals of top management is? What the goals
of transformation are? How do they see it, upacting on their daily pract as academics, and do

they even regard themselves as academics who are making that difference in their community? (L15)

6.6.1.3.2 No encouragement from colleagues

Respondents to the questionnagmforcedthe notion thatdaching and its related activities were

not supported at the instituti®rmot even by colleagues:

I have never been encouraged to attend any professional learning for teaching on the contrary
colleagues have sometimes discouraged me to attend. (Q)

6.6.1.3.3 Lack of support staff and administrative staff

Respondents indicated that the lack of administrative and support staff within faculties sometimes

made it difficult for them to complete what is expected of them every day:

Lack of properly trained suppgpersonnel and labour make it difficult if not impossible to get

through a day at work never mind doing the extra mitee extra mile is part of everyday anyway.

Q)

6.6.1.3.4 Unrealistic expectations and survival strategies

As indicated before, the yareality of the lecturers is migh-workloadtime-constraintresearch
focusecenvironment. What is expected from lectures within this environment could therefore
sometimes be experienced as unrealistic. These unrealistic expectatiomssafteinthe

implementation of certain survival strategies as coping mechareiciso s ubver ti ngé of
system(Ramsden, 1998oreoften than nois to the detriment of quality student learning and

could lead to a situation whichthe universityis actually undermining itself. Both of these

findings are reported below.
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The unrealistic expectations that tlespondentalluded tg whichinclude the implications of rising
numbers of studentsicreased pressure to produce research oygudisbeingexpected to be an
expert in more than one field is highlighted by the following exemplary quotes:

Our undergraduate class numbers have exploded in [identify faculty] over the past years, with
increased pressure to produce research outputs. We are dxpesitaply up the pace and make

time (learning for teaching is then far down the list of priorities). (Q)

Trying to be a specialist in two fields is difficult. There are many aspects that overlap in my own
field and teaching and learning, but to keep tgdian both is problematic! (Q)

As can be expected, the setting of unrealistic expectations could result in the implementation of
survival strategies and strategic choices varying from the use of multiple choice questions for all
student assessmentsinamu | e -lt ion i6rs g @ eDifect quetedrorh Somegrespondents

in this regard are given below:

research output is still considered to be the only measure when one applies for promotion, which is
why so many academics continue to dide teachiig (even buying in substitute lecturers) to focus
on their research. (Q)

Ja, and 1 6ve, I have chosen to manage it by mu
the grading of three hundr ed andthefekamtand magybep er s
some of them dondédt make it. They get to the se
or this year, one of the two, | started with multiple choice only at the first year level for all the tests

and for the exam. (L13)

Ja, | would say even for me to be quite honest | would say, | would say that | use my research money
more often to buy in replacement teachers to free me to do research than, | would if there was more
benefits attached to teaching for me. Sowhatlde islk e mysel f who has that
senior and has experience sometimes out of a course and put in someone much less experienced and
much | ess highly qualified so that | can do r e

rationalizing stuff. (L8)

6.6.1.3.5 Setting of expectations without having relevant support structures in

place

Linkedto the previous point on setting unrealistic expectations is the setting of expectations without
putting the necessary support structures in place. Many respontamtiened this predicament and
the next quote is an example of a lecturer imya@®ing a teaching strategy that wo@dsurea high

throughput rate rather thdacilitatelearning:

I dondét think ités the best lapmpdolhéhe fgoot adhué t

deliver a good throughput.(L7)
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The issue of language was quite contested at Stellenbosch University at thetlimeesearch.
The constraints and O&bythelanguage pobicy of tingunigerssidonon | e c
boththeir time during preparation and their intellectual effort during the actualtelassing'

were touched on by a few interviewees:

| té&dist 6 s, it requires of me to add a | ittle bit
normally ned because | have to think myself into Afrikaans words and Afrikaans explanations and
soforthé ( L13)

the | anguage issue really is something that |
sometimes to converse with the students on a deepeblesalise you've stated the theory now in
Afri kaans, now you have to do it in Engl dsesh'e
mind which language I'm asked to be teaching in, as long as it's just one language. Because the
moment you haveo think in both languages | don't have a problem with switching languages

but you think on a different level, and you can't thenlyegdt into the deeper issu&p that is

restraining meif | can put it that way. (L10)

I am bilingual, but idoes take quite a bit out of me to have to jump from English to Afrikaans all the
time. (L13)

6.6.1.4 Practical considerations

As illustrated in Table 6.1, practical considerations that were mentioned as constraints by
respondents focused on ttieallenge accompanying teaching large groups of studdatdlities
that are not conducive to optimal teaching and leartiregtiming and topics of teaching and

learning opportunitiedack of time and a heavy workload

6.6.1.4.1 Teaching responsibilities associated with large groups of students

Having to teach large groups of students was specifically mentioned as a constraint by a number of
| ecturers. Teaching such big class groups som

moded as s gamplequatedbetowt he e

High student to lecturer ratio means that during teaching periods there is little time to reflect on what
can be done better During semester breaks research takes precedence so again there is not much

time tolook at teaching innovi@ns (Q)

6.6.1.4.2 Teaching and learning facilities not conducive to facilitating optimal
teaching and learning

At the institution, the lecturers are employed to provide high quality teasbitigathigh quality
studentearningmaytake place. The sges within which these learning opportunities are presented
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to students could therefore be expected to be supportive of the activities that lecturers plan in order
to facilitate such learning. Physical resources like lecture halls and the lack of eardeWi-Fi

as prerequisites for implementing teaching innovations, were mentioneaibys lectureras
constraining their teaching endeavours. Lecturers specifically mentioned the following

infrastructural constraints:
The only thing that I'd really liis that the technology gets upgraded. (L2)

I mean, we didn't have enough space.twe didn't have a big enough lecture room. (L9)

6.6.1.4.3 Timing of professional learning opportunities

An interesting findinghatis directly related to this researdut was not anticipated, is the

comments on the timing (time of year) and the length (hours) of the professional learning for
teaching opportunities which poses a constraint to some academics. Contradictory responses were
also evident as some respondgefadr example suggested that professional learning opportunities
should be scheduled during the time when undergraduate students are busy with examinations,
while other respondents indicated that this would be a bad time as they would be busy with
postgaduate lecturing. These responses point towards potential considerations that could create a
more enabling environment for lecturer decisioakingaboutinvolvement in the process of

professional learning for teaching:

Workshops are often held duringrtetime, or over whole days (one hardly ever has a whole day
free!). | also have so many other things to do that spending time being trained in teaching has (sadly)

moved further down my priority lis{Q)

Just don't have full open days for workshops. Whooks and conferences [are] often scheduled

when undergraduates write exams. The postgraduates then still continue. (Q)

Workshops mostly require 100% patrticipation and academics seldom have 100% of the day "free".

Q)

It was mentionechowever that acadengistaff have been able to participate in an opportunity
which wasof interest to thenhecause some professional learning activities were repeated annually
in subsequent years. A suggestion that these repetitions should be scheduled at differentitames of t

yearwas made, though, by one interviewee

Having undergraduate classes every semester makes it difficult to fit training in at the times that it

[is] offeredi maybe different topics could come up every year but at different t{in®s.
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6.6.1.4.4 Topics of professional learning opportunities

Somerespondéns i ndi c at e d cherypitko frorh reipercusaavadablé appofiunities
and sometimes topi¢deatmight have seemed lessappa bl e t o t heiusuallgdi sci pl i
thoughtprovoking enoubo, solecturers mostly indicated their participation was beneficial in the

end as seen in the following quote:

Although I'm not always sure whether a topic is directly applicable, | would often like to attend to
decide after having listened. Experienes kaught me, that topics that sound seemingly un
applicable to my teaching, taught me something in the end, even it if just sparked éQ)idea.

The debate about the more generic versus the specifically tailored nature of professional learning

opportunites also surfaced. The generic nature of some professional learning opportunities was not

an issue for some r espondneipies of teachingaré relatieely 1 ndi c
uni versal 6, that Oteachi ng ngseemstehbedndependedtofand t
di sciplined edipecipliyaiy apptoaankd was taken
about the |l earning opportunities Obeing unive

my o wn d.iFeranumbeof regpdndents the generic nature of some professional learning

opportunities seemed to be an obstatieugh

My subject field is different from traditional health and engineering and languages, and most
teaching opportunities focus on those subjantsthe problems they experience. (Q)

The open responses to the questionnaire made the uniqueness of teaching in each discipline very
clear and respondents from various faculties and disciplae® goint of indicatingthe

uniquenessf theirdiscipline The following quote is an example of these responses:

The various things | have seen are not applicable to teaching Mathematics. Most of the techniques
seem to be relevant more for soft topics, where students are encouraged to discuss their views and
opinions on matters. This may be nice in philosophy or political science, but is less useful in
Mathematics. (Q)

It was interesting to note the contradicting comments from the respondents in the Faculty of Arts

and those in the Faculty of Sciences. It seeaseifl respondentsom theArts thought professional

| earning practitioners did notwhilerespendentsfeomd Ot e
outsidethe Humanities commented that professional learning opportunities most often focused on

issuesmportant within the Humanities.
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6.6.1.4.5 Lack of time and high workload

Although considerationsoncernindack of time and high workload straddle both the personal and
professional spheres of the heorld, it will be discussed under the personal agrstions in
Section 6.6.2.1.1 below.

6.6.1.5 Perceived teaching competence and confidence

Respondents reported varying perceptions of their own teaching skills. These ranged between

feeling thattheywergg o od enough éeqappaetl. f eel i ng i1 |

6.6.1.5.1 No need for professional learning

A few respondents indicated that because they

to participate in professional learning:

It is true that we are naturally better at teaching than research. Somndenspie time to develop
research while teaching is sufficient. Once you are "good enough", there is not much motivation to
be much bettefQ)

How this 6good enoughdé is determined or measu

linkedtoconstamty getting 6good6é student feedback as

I think my teaching is good and the student feedback confirms this. If | get 90% for teaching, why

should | go on courses for teachin@

In Chapter 7 where the numerical data are digm)sSectiory.2.1.2 and specifically Chart 7.6
indicate that more than sixty percent of resp
criteria used for suchrating are unknowrlhelack of a descriptomf6 gooddé t eachi ng

6goodd Ithe enivarsityasrof cancern here.

6.6.1.5.2 Feeling ill-equipped for teaching

Contrary to the previous finding, a strong message came through from lecturers feeling they were
Oielgui ppedd for their presenedelomage ekaplesfrom lecturers The ¢
about the support they felt they neediedettle in. One interviewee commented about not knowing

how to develop a course and also not feeling equipped to teach writing skills because of insecurity
about her own writing competency. Buc f eel i ng<< qafi plp e iddtg lovderitldeds | e

of confidence which could potentially influenttee daily realityof lecturersand ultimately, their

actions and decisions:

| found it incredible that | was teaching students how to write. Rfmw, | don't even know if | can

write myself or if | can write properly, especially when you sit with something for publication! But
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ja, | felt very ill-equipped, and I still feel so. You know, how do you develop a new course? How do
you teach students tarite? So that has beenwe were literally experimenting and seeing what has
worked elsewhere, but that's been a very limitagle've had limited resources there. But | felt
incredibly ill-equipped to be performing that task of how do you teach.)(L10

In workshops we talk about the practical. How to do teaching. But eh, just how to navigate this space
is something you | earn and | dondét know if, if
into the university oé | know thosePREDAGC the FREDAC workshops help uhnfL14)

Not having a teaching qualification was also mentioned as a potential stumbling block:

I mean we dondét get trained in that [teaching

thought would have been importaartd good to have done [a teaching qualification]. (L5)

Besides the constraining considerations from the professional sphere of-therldeas reported
above, lecturers also alluded to potential constraining considerations from the personal spbere of th

life-world.

6.6.2 Considerations from the personal sphere of the life-world of the
individual academic

Table 6.4 below provides a summary of the considerations fropetisenalsphere of théife-

world that could potentially havecanstraininginfluence on the decisiomaking of the individual

academic for becoming involved in the process of professional learning. These will be described
and substantiated from the data afterwards.

Table 64: Summary of constraining consideratiors from the personal sphere of the lifevorld

Considerations from the personal sphere of the lifevorld perceived as potentially
constraining for decisionmaking about becoming involved in the process of
professional learning for teaching

Theme Consideraion

1 | Work-life balance | Lack of time

High workload

Own PhD studies

Family commitments

2 | Personal wellness| Feelings of disillusionment

Feelings of being overburdened
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Considerations from the personal sphere of the lifevorld perceived as potentially
constraining for decisionmaking about becoming involved in the process of
professional learning for teaching

Theme Consideraion

Absence of intrinsic motivation

Each of the themes pertaining to theidien making of lecturers asimmmarised in Table 6.4 above

is discussed below
6.6.2.1 Work-life balance

Aspects of worHife balance that have been shown as constraining decision making were identified
as having too little time and being overloadechwiork, to some extent also because of being

involved with further studies and family commitments.

6.6.2.1.1 Workload and time

The first two considerations are inextricably interwoven and are therefore jointly reported. These
considerations are evidentboth the personal and professional spheres of thevtifd, but will

be discussed as part of the personal considerations as indicated above (see Section 6.6.1.4.5). Time,
or rather lack of time, and an accompanying high workload were identifiedtirealhta sources as

two of the biggest aspects constraining acade
professional learning for their teaching. Senior management also acknowledged this situation (see
Section 3.6.11). The notion of not hagitime was mentioned [84.64%of the respondenis the
guestionnaireas constraining their participation in the process of professional learmiteafining

(refer Chart 7.14)The quoteshat followarepresenteés examples of comments from lecturiars

this regard:

Research takes precedence, though teaching admin takes the time, thus when it is quiet it's not ideal

to go on a teaching course. (Q)

| barely get finished with actual teaching, there is not much time left for research, so learning for

teaching is unfortunately last on the list. (Q)

I am juggling é | can therefore make very | itt
activities. (Q)

Difficult at times to take whole day out of on

impaossible to do teaching degree due to time constraints. (Q)
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Whenever thereds an opportunity for devel opmen
time is getting a bigger and bigger isghare | i ke
one day.(L3)

The definition of workload was not uniform amongst respondents. Workload was sometimes seen
as involvement intoo many activities with more immediate priorioy as the sum total of all the
different responsibilities of the academmanely researchundergraduate and postgraduate

teaching assessment of student learningmmunity involvementadministrationwhich includes

academic administratipmanagemen&and committee work:

I am busy! | publish on average 2 to 3 articles per yeéaach undergraduate, honours courses, run a
subdepartment, sit on University committees, serve on a number of sapgific organisations,

participate in conferences, and supervise 4 masters and 3 doctoral students at any gi{@j time!

In the earler years it was possible to more regularly engage [in professional learning for teaching]
€ t he mai nessringciverem, isfdee to theanagement] position, and secondly to
research and teaching load. (Q)

However, sometimes workload was defirasda high teaching loadthus eaching responsibilities
hindeing the participation iropportunitiedor professional learning for teaching. These teaching
loads became evident where lecturers had too many teaching responsilitied] as the duties
associated with the teaching of large undergraduate classes:

| have too many M and D students and teach at all the possible (€kels

And the teaching doesn't stop in the lecture reguou know, it follows up from-enails that | send
to you; from appoimhents when students come and sit in front of you, and they are still being taught
when they sit in front of you. And | don't think that, that appreciation is always very clear or evident

from my colleagues. (L9)

| teach two very large undergraduate modaled student numbers have steadily risen since | started
at the university without a corresponding increase in staff. | have markers and tutors, but these also
take up considerable time as they need to be guided and managed. | also have to have eustrong fo

on publication and | am completing my doctorate. (Q)
Larger classes require more time, especially as | try to mark assessments myself to get feedback on
my teaching. (Q)

6.6.2.1.2 Pursuing of own PhD studies

A significant number of lecturers are busith their own PhD studies. Thrursuitof such own
advanced studies was included as a f apsbmer t ha

of the little available time to potentially spend on professional learning for teaching:
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I donéftorseamappmghrtunities because | 6m busy with
(L15)

Before | started with it [my own PhD] I really put in some effort to develop as a lecturer. | am
looking forward to giing it more attention agaiwhenl havefinishedmy PhD [Translated]. (Q)

6.6.2.1.3 Family commitments

Comments and responses from the lecturers also pointed towards the challenge of achieving a work
life balance. These included aspects of private life as well as how too much work impeded on

family andprivate time. Examples of these are the following:

Time is an issue, you only have certain amount of hours in the day and then you have to go home to
your family. (L6)

Uhm, the other thing you know that you feel, uhm, that makes me feel a bit likeafiped is that
therebds al ways more work than the time availab
just doné6ét find the time to do in the office a

in the morning or working at night you kwojust trying to get things done. (L13)
6.6.2.2 Personal wellness

Constraints to becoming involved with professional learning under the theme of personal wellness
include feelings of disillusionment and being overburdearetiuncared for, together withsls of

motivation.

6.6.2.2.1 Feelings of disillusionment

Lecturers mentioned feelings of disillusionment when they started working at the university as they
thought they were left on their own because they would be able to teach without giving attention t
their classroom practice. These feelings could stem from certain expectassmsptionsnd

perhaps soecalled nostalgior romanticisedriew of academia:
It is assumed that we can do this [teaching] without paying attention to our classroom [{K@gtice

New appointments (of young lecturers with little or no teaching experience) are done on research
merits. Starting salaries of such lecturers are often (relatively speaking) higher than lecturers taking

teaching seriouslyQ)

when | came to this unérsity as an academic, | think | was in love with the idea of the freedom you
would have to, to be able to do your research and | think | was, | got a bit of a nasty surprise when |

started entering the academia and | realized that here there is heatyretiiL13).
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Thisintervieweec ont i nued by describing her disillusio

structures of the university:

ltds | ike youdre tr fpplpeuds e yyaud rce eian itvhity dpad
just see this sgce and it is assumed that in this space will come your best ideas and that

[as]sumption is completely off the mark. (L13).

6.6.2.2.2 Feelings of being overburdened and not cared for

Linkedto feelings of being trapped and the issue of family commitnsertdack of time, are the
issues of personal wellness and lecturers feeling overburdened. All these feelings and emotions

indicate a context where care is not perceived to be eminent:

I dondét have the energy t o r e ahkingfno supenvisingown edu

master 6s(Qstudent s.

Threebs duplication but you teach six classes
there. (L13)

| struggle to find a balance between research and teaching commitments and sometimes feel if |

couldat least just prepare for class, it has to be suffic{Ent.

You can have only so many balls in the air, and then you start dropping them. (L2)

6.6.2.2.3 Absence of intrinsic motivation

In the same way that intrinsic motivation can be enabling, the edsémtrinsic motivation and
personal agency can beconstraint o an i ndi vidual 6s i nvolvement
learning. The quote below indicates that lecturers also have a responsibility towards their own

professional learning:
thattheopportunities are there and ... it you as
Individualsindicated theyunder some circumstances ght need O6compul soryo

So | don't know if it will work better, but | think the opportungiare there, we're just not making

use of it. And I mean, I'm a prime example, | want to.dgou know, have somebody come and

assess me, and | haven't done it. But at the same time, you can't force somebody to do this either. |
think | have had enouglugport. But | have to say, if somebody will force me just once, just to
complete a formal course in teaching, aside from the PRONT.Acause it's been a couple of

years now, and because you walk in there and you've got no experience. Now that ybu've ha
experience, | think such a session would be very valuable. | will go there, begrudgingly probably,
because it's something that's forced, but | know when | walk out of there | will see the value in it. So

I think maybe make it compulsory just once, aste@10)
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Il n some instances this absence of intrinsic m
definition of the process of professional learning for teachisgecifically phase P the actual

professional learning opportunity:

| only want toteach to the students not necessary wants to be bored by the in depth research and

methodologies. Interested in practical applicat{@).

Theconsiderations from the spheres of the personal and professionabilteof the individual

lecturer as edent from this researdirereportedin Sections 6.5 and 6.6 abowhen an

individual lecturer is confronted with a situation within which a decision needs to be made, the
interplay between these considerations emerges as an individual context whlek enabnstrains
such a decision. The vast number of considerations and the infinite number of individual contexts
that could potentially emerg®sea challenge to the research question posed by this research about
enabling the decisiomaking of lectures as to their participation in the process of professional

learning.

At this stage of the analysis it is possible to note that many of the considerations discussed in
Sections 6.5 and 6.6 do indeed poinateeed for creating a caring environmaémpreent lecturers

from becoming despondent:

it doesnét i mpact negatively on the teaching b
[at] SU. (L13)

6.7 A caring environment

It was mentioneth Chapter 5 (see Section 5.11if23t emotion coding wasdertaken while

analysing the data. The purpose of this coding was to identify the feelings, emotional states or
reactions (anger, mad, embarrassmamtjety, shame) of respondef8aldanha, 2013hrough

their words. According to Costandi(8012) emotional reactions of humans usually reveal
characteristics of thegnvironments. Both the questiosisout workload and recognition of

teaching in the open section of the electronic questionnaire stirred up some emotional reaction as
well as feelings of guilt and inner conflict. The significant number of comments referihiz
potentially constraining consideration in both the professional and personal spherdgesftbdd
emphasisethe significance of the influence of emotions on decisiaking. Some of the

responses indicated a positive feeling towards prafieaklearning at the institution:

| feelthat in recent years there are more and more opportunities made available to attend workshops,

internal conferences, lunch sessions dealing with aspects of teaching. (Q)
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It is a question of priority | make the tine available for this because | value it highly (& it is

primary to all my other roles/responsibilities in the academic environment). (Q)

Other respondents indicated that the low stature of teaching a high workload and the-research
teaching tensionanstrairedthe decision to prioritise teaching:

There are many calls on my time and with all the competing requirements (research, teaching and
service) it becomes difficult to take time for an activity that does not seem to be highly rated as a
positiveattribute in an academicgkt the feelingthat excellence in teaching is a nice aafdbut not

essential to success in academia. (Q)

| struggle to find a balance between research and teaching commitments and sofeetifiies

could at least just premafor class, it has to be sufficient. (Q)

Teaching does not increase my research outputs, which is the main measure of my performance. |

feelthat the time spent on professional learning for teaching could be better spent on research. (Q)

| feell can devéop my teaching skills and techniques better, and my students will benefit, but |
would rather spend the time on publications as | feel this will benefit my career and professional
reputation as a researcher. (Q)

It sometimedeelthat research is the ondyea that is important. (Q)
As mentioned above, feelings of guilt and inner conflict were also identified during the analysis:
Again, there is so much pressure to publish thatfgelguilty to invest any time in teaching. (Q)

| do my best for the studés and do enjoy teachingjulst do not havethe time to attend courses for
teaching. (Q)

I would have preferredto spend more time on teaching and the improvement of my teaching

abilities, but expectations regarding research output put a restrains ofQhi

The notion of pressure and feeling pressurised through institutional expectations were mentioned by

some other respondents as well:

I would have liked to take up offers of further trainingut the time pressures of teaching,

supervision, admin armésearch has not yet allowed me to pursue this particular interest. (Q)

There is hug@ressureto produce peereviewed scientific papers if you want to advance, or receive
a good staff evaluatiohwould probably concentrate even more on teaching if rassurewas
not there(Q)
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6.7.1 Discourse used when discussing teaching and professional

learning for teaching

The language used by lecturers when referring to the notion of professional learning for teaching in
the open questions in the questionnage aw e | | as the interview quest
valuatingdé by usi ngnumnatfarddbde lukuky Respondemdsalsoementianedd A
their line managers using similar discourses when referring to teaching and professional learning for
teach ng. The view of teaching and its related i
theme. Example quotes sidichinstances are given below:

They [the institution] pretend that they give recognition for teaching excellence, but in fact they only
want more research publications, i.e. they put good researchers on a pedestal while investment in

good teaching is consideredavasteof research timgQ)

The term Al uxuryo walwayunsgatiyelyiinolinedwhénfleeturexsnsspokewa y s
aboutparticipating in professional learning for teaching. When referring to research as being more
important than teaching, oneresdoant i ndi c at dodotHavesh#uxulygomndbtur er s i
concern ourselves with r es e.dnothdrrespondentindicateda r ¢ h

t h gdrticifiation in professional learning [is] anpossible luxuryat t he moment 06 wh
somebody else commented about his/her excessivéd woikd and t herteelwanye not
to participate [in professional leargin f or t eachi ng] 0. I n the inter:

the term 6l uxuryo:

But | don't think | have thiixury of the resources of time in order to follow through with that and

to make a serious commitment, but it would be very interesting, ja. (L1

In this regard, one interviewee mentioned that her Head of Department told her it was
Aunacceptabled for her to spend so meffecivet i me
to the departmento (L11).

The notion ofdifficulty, as experienced Hgcturers in relation to teaching and professional
learning for teaching also surfaced quite often. These comments however touched upon a variety of

issues related to the teaching function:

(a) When referring to the researtdaching tension:

It seems as ifhe only important thing is research and publications, however the teaching load is
incredibly high making those goaldficult to achieve with little recognition for the efforts that

have gone into teaching. (Q)

Difficult to balance teaching with resedr(f)
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So | would really, | would really prefer to teach the maximum that | can and not expect to turn out
publications which up to now | have actually s
moredifficult . (L5).

(b) When referring to participatiom iprofessional learning for teaching:

We do not have the luxury to not concern ourselves with research and research related publications,
together with a fairly heavy | ecturing | oad (w
makes it reallydifficult to attend anything. (Q)

(c) When referring to lack of time:

Difficult at ti mes to take whole day out of oneb6s pr

impossible to do teaching degree due to time constraints. (Q)

(d) When referring to high teaching laad
Our lecturing and admin load is so heavy that difscult to fit in the time. (Q)
When you have many classes to attend to that mak#Bdult to attend to other important matters.
Q)

(e) When referring to workload and lack of administrative andrieet support:

Lack of properly trained support personnel and labour mak#figult if not impossible to get

through a day at work never mind doing the extra intlee extra mile is part of every day anyway.
Q)

So, and | have now sort of askedtasihn on her first year, on one o0
we do that, but t her e s difficaltytbydu knostto neakedimegdrit of t h

real |l y. I canét think of any other way that on

() When referring to structures:

There are a few elements of structural elements that make teachindijiciié . (L13).

(9) When referring to being a lecturer:

It's adifficult thing to do. And we also need training on those things: how to set papers, $eitw to

MCQs and what is the importance of setting papers. (L9).

We not, we not having enough discussion between faculty about how we can be better teachers and
whatdifficulties we experience because people think it will be career limiting to tell somedrie tha

dondét teach well . (L3).
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One of the things we normally discuss is the teaching and learning thing, and if you've got problems

with adifficult class, what do you do and how do you handle-ttfadse kinds of things. (L4).

(h) When referring to mixed mesges:

But | find it verydifficult to know what the standard is these days or what we should aspire to.

(L10).
Something is usually referred to as o6difficul
of work or skill to accomplish. Someofels e 6 di f fi cul tiesd alluded t

associated with the views and values on being
teaching at the university and might be pointing towards an environment in which thinateel
theydo not experience care, where they sometimes feel discouraged, insecure and unsure and where

they might even be struggling.

6.8 Creating an enabling environment for decision making about

professional learning

A few guiding principlesegardingthe creatiorof an enabling environment for decisioraking
aboutprofessional learning for teaching can be deriveoh the responses of lecturers reported

above These principles include the establishmen
teaching and prfessional learning for teaching. Respondents provided the following criteria for
6gooddé |l ecturers and 6gooddé teaching which <co

descriptions:

6.8.1 Describingdégoodb6é6 | ecturers

A lecturer should ideally riqust be someone who stands and delivers a lecture. A lecturer is also a
researcher é | do think one candét separate our
hand in hand. (L8)

0Gooddé | ectur ers s h omobets and shad have iedefthrkaotvledgeh ey ar e
passion and enthusiasm for their subjects, as well as passion for their students and for teaching.

Having passion was formulated by one interviewee as energising:

I love it | really love it, yah! | do. | find it energizingL4)

7z

Furthermorein quoting Mintzber2005) o ne i nt er vi ewee i ndicated 0g

obligation to challenge their students:
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fito stimulate thinking, and a good way to do that is to offer alternate theories, multiple explanations
of the same phenomena. Our studentsraaders should leave our classrooms and publications,
pondering, wondering, thinking, not knowing.1).

According to another interviewee, 06goodo | ect
outcomes. These would include the following:

subje¢ knowledge, but lots of other things as well, life skills, ethics and things like that. (L4)

It is also the responsibility of the lecturer to guide the students and to open the world of knowledge

through good explanations (L11) [Translated].

6.8.2 Describing @ o o teéching

Gooddé teaching is seen as resulting in studen
anything until a student has | earnt something
process (L1). Other respomds indicated that teaching and learning should be innovative,

interactive, it should have an element of fun and it should always relate theory and practice through
the use of relevant examples. 6Good®o I latiomshipr er s i
between the lecturer and the student(s) (L12, L4) and in the process also add value through the
ficultivation of a personhoed ( L8) f or students. Such teachi ng
for their own learning (L7). The lecturers howeuraticated that the university might have a

di fferent view on 6goodd teaching:

They just want the best results that they can you know, and that | think is important for the

department(L5)

6.8.3 Professional learning for teaching

The 6goodbd ylssocmebedycWwkraris reflective and al
long learnermost of the lecturers indicated that there is always something one can enhance or
learn. The process of professional learning for teaching comes into play herelidgctor

interviewees they value the spaces created by participating in professional learning for teaching:

therebs really no sé awhey taom slt ospt rangdg Itihn gn kwiatbho u
struggling with teaching? Because we [are] constamtlthe move. | mean those workshops do

provide the space to just take a step back and

[teaching] is a discipline on its own and it's not something that just comes naturally. Because you
like it, it doesn't mean thaby're good at it, and people don't quite realise there's a difference.

Because you do a lot of it, it doesn't mean that you're doing it well. (L12)

For othershowever professional learning for teaching was more focused on skills:
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but there are some ofdbke aspects where you think, goodness, but can somebody show me how to

do this differently? Or, how can | improve on this? (L10)

This O6becomingdé or professional | earning for
Some learned from formal instaegcand others preferred informal professional learning
opportunities. Professional learning for another interviewee happened in an informal way through

various ways:

integrat[ing] the knowledge that | O0vedsandl | ect e
resources from workshops and so on, and thataos

Another interviewee preferred to learn through experience rathebyhzarticipating in formal

opportunities:

[it] comes é from exper i eanrstaeedfprofdssibnallearningfdr r eal |

teaching] was something that | needed to do with my time (L5)

6.9 Summary

The leveltwo analysis as reported in this chapter resulted from the repackaging and aggregating of
the narrative data across both data sourdas first cluster of quotediscussed emphasistte
processes of decisionaking and professional learning. Secontiig considerations from both the
personal and professional spheres of thewibeld of the individual lecturers were reported. When
lecturers are confronted with a situatimnwhichthey have to take a decision about participatir
not participatingin the process of professional learning for teaching, the interplay of these
considerations creates a unique context which may influertedgcisions. This unique individual
context seems taveeitheran enabling or a constraining influence on the decisiaking of
lecturersregarding suclparticipation in the process of professional learning for their teaching
function. The last sectioof the chapter concentrated on creating a caring envirorforethie
potentialenabling ofthe decisionn favourof lecturerginvolvement in the process of professional

learning for teaching.

Chapter 7 reports the numerical data generated for the atadigfollowed by Chapter 8 with a

comprehensive discussion of all the findings.
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Chapter 7

Findings from the numerical data

7.1 Introduction

The previous chapter reported on a systematic analysis of the narrative data. This chapter reports the
numercal data in visual display®liles & Huberman, 1994; Trafford & Leshem, 2010:128B) a

number of tables and charts with supportive text where applicable. The questionnaire is attached as
Addendum C.

7.2 Summary of numerical data

As explained in the chaptdealing with themethodologyfor the researclthe link to the

anonymous electronic questionnaire was sent to the email addresses of all permanently employed
academic staff members at SUH083), incluahg the Faculties of Health Sciences and Military
Sciences although the full lecturer complenerhese two faculties are not recorded in the

statistical data ofhe university This is because some lecturers at these faculties have dual
appointments. Onlthose lecturers who are on the payroll of Stellenbosch University are reflected

in the official Stellenbosch University statistics published in the 2012 Fact @oelkenbosch

University, 2012a)Due to various technical issues only 943 of these electronic invitations to
participate were delivered successfully. Completed responses were subsequently received from 238

staff membersg25% response rate).

It is important to note that the survey wasnpleted by a range of academics and not only by staff
who frequently participate in formal professional learning activities for their teaching. A significant
number of respondents even indicated that they had never attended such anraagitituibe
acceptedhat the survey gave voice to a wide selection of academic staff at the university. It should
be notedthough that those lecturers who respondethe survey and those who availed

themselves to be interviewed most probably had an interestimrigaBased on the biographical
information of the respondents (see Tables and Charts below), the respondents were largely

representative of the academic staff across disciplines and departments at Stellenbosch University.

What follows in this chapter & summary of the clodeended responses to relevant questions from

the questionnairgogether with some descriptive notes and explanations.
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7.2.1 Biographical profile of the respondents

The first section of the questionnaire focused on the biographfcafiation of the respondents.

Chart 7.1 below indicates the gender distribution of the respondents.

m Female

133
139 m Male

Chart 7.1: Distribution of respondents according to gender

Slightly more males than females completed the questionnaire. Tidsrgdistribution at SU, as
reported in the 2012 Fact bo@gtellenbosch University, 2012@mdicates the percentage of males
in permanent academic posts as 58.47% and the percentage of ferdal&8%s These figures
indicate that more male than female academics are permanently employedwii@iLmeans that
thefemale voice is slightly overrepresented in the number of resportdehts questionnaire

The next question asked abouttheresponder® age. Thi s was the only
that was not compulsory. Reporting of age is sometimes a sensitive issue and it was decided that
potential respondents should not be disqualified based on their completion, or not, of this question.
Chart7.2 presentshe age distribution of respondents.

18 15 19

m21-30

77 m31-40
m41-50
m51-60
m 60+

64

m No response
79

Chart 7.2: Distribution of respondents with regard to age
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