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Abstract
This thesis explores the practices and positionings of two groupings of profession-
als in UK higher education, ‘educational developers’ and ‘learning technologists’. 
It investigates the emergence of the groupings, and their professional paths and 
respective approaches to supporting teaching and learning. It also explores the use 
of information and communication technology within what is seen as a chang-
ing university context. These two ‘new’ professional groupings are most associated 
with a shift of focus in universities from teaching towards learning, heightened 
emphasis on the quality of teaching and learning, the increased impact of learning 
technologies on practice, organisational transformation, and increased numbers of 
students attending universities, i.e. massification of higher education world-wide. 
Thus, equivalent exemplars and variations can also be found throughout Europe 
and in other international settings. 

The social structure and practices that govern the two groupings have been an-
alysed by means of a wide range of theories, concepts and methods which include 
Bourdieu’s (1988) concepts of habitus, field, position and capital, Boyer’s (1990) 
ideas about new scholarship, Palmer’s (1998) conceptualisation of the university 
teacher and Clark’s (2003) identification of the entrepreneurial university. The work 
of others, in particular Schön (1967) and Ball (2003), also provides an insight into 
the powerful relationship between technology, society, education and change.

Thus, the thesis explores fields and sub-fields, as social arenas in which capital 
is accumulated and where struggles for power and resources take place. The study 
suggests that both groups occupy a highly politicised position, are affected by the 
shifting value of social, cultural and economic capital in the constantly changing 
higher education, are subject to struggle regarding ‘position’ and agency and are 
susceptible to the demands of new power regimes and technological solutions. It 
suggests that educational development is a scholarly field of study but has also be-
come a technology responsible for translating institutional policy into practice, 
while learning technologists have been more politically successful and have had a 
relatively greater impact on academic practice in university settings. Whilst the re-
lationship and division of work between educational developers and learning tech-
nologists has been hitherto little understood this study shows the similarities and 
differences, and boundaries and overlaps in the knowledge, practices, positions, 
dispositions and allegiances of the two groupings. An argument of the thesis is for 
a more cohesive approach to educational development in higher education which 
embraces learning technologies and higher education policy. Furthermore, this 
thesis suggests that the balance of power and the value placed on social, cultural 
and economic capital in the knowledge economy of higher education is shifting; 
from teaching and learning towards change and ‘innovation’ underpinned by new 
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technologies, business imperatives and new forms of management. This shift in 
the UK has been reinforced by successive periods of reform and restructuring of 
the university, where both ‘new’ and ‘old’ professionals are subject to social and 
political pressures initiated by new forms of central governance and a growing bu-
reaucracy of change. A danger for higher education is that the balance is pulled 
more towards policy technologies and bureaucracy and away from the professional 
judgement of university academics/teachers.

Key words: 
Higher education, university, technology, change, new professional, academic prac-
tice, professional development, educational development, educational developer, 
learning technology, learning technologists, educational technology, learning tech-
nologies, ICT, multimedia, digital technology, eLearning, technology enhanced 
learning, higher education policy, educational research, scholarship, innovation.
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Preface
The term ‘new professional’ emerged in the late 1990s alongside changing 
work boundaries in UK higher education. It drew attention to the prolif-
eration of job titles which were beginning to be applied to various forms of 
work associated with support for teaching and learning in higher education. 
At this time many universities were occupied with addressing a ‘change’ 
climate which included shifting emphasis away from teaching to learning 
and towards policies widening participation and increased emphasis on 
 information and communication technology. Thus, perceptions of the new 
professionals varied substantially; for example, as an ‘emergent new group’ 
having hybrid roles for the support of teaching and learning (Gornall, 1999, 
p. 45) or as an university instrument for servicing the needs of re-formed 
institutions which had become dominated by economic imperatives, mar-
ket forces and new forms of management (Beck, 1999). My own career in 
UK higher education positioned me as a new professional working at the 
intersection between teaching, researching, educational development and 
learning technology, so I was deeply involved in practice involving different 
professional groupings, bodily, emotionally and intellectually.

This thesis draws on my own professional experience to investigate what 
it means to be working at the intersection of multiple boundaries which 
delineate the seemingly ever-changing UK university. It investigates the so-
cial and cultural forces that have shaped what have become recognised as 
new professional fields in UK higher education, the impact of new tech-
nologies on those fields and the emergence of new practices developed by 
the fields. In particular it explores the background and struggles of two 
specific groupings of new professionals: educational developers and learn-
ing technologists.1

Nevertheless conceptualising and defining the practices of education-
al developers and learning technologists has been problematic since such 
forms of work are interdisciplinary and replete with diverse terms, defini-
tions, characterisations, descriptions and models (Oliver, 2002; Macdon-
ald, 2003; Land, 2004; Conole, et al., 2007; Gosling, 2008). Indeed, a re-
cently proposed international study describes staff working in educational 

1  The terms educational developer and learning technologist, along with other terms, for 
example, academic developer, educational technologist, instructional designer and IT 
pedagog, are frequently seen in discourses of the area studied. Whilst, for the purpose 
of consistency, the terms ‘educational developer’ and ‘learning technologist’ are used 
throughout this thesis it is important to note that this form of work and the terms used 
to describe it are dynamic, unstable and contestable, as we shall see in later chapters of 
the thesis. 
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development as having no unifying profile or professional pathway into and 
through the field (McDonald and Stockley, 2008). 

For this thesis, the work of educational developers is primarily understood 
as that which focuses on teaching and learning and on the academic per-
formance of institutions of higher education, while that of learning tech-
nologists concerns supporting teaching and learning by means of media 
and available communication information and related technologies. Both 
groups, however, state a commitment to supporting professional develop-
ment and educational change. 

This thesis is written at a time when education as a whole is in the process 
of being re-shaped, in particular its role in the ‘knowledge society’ in which 
information and communication technologies and digital media  increasingly 
impact on culture and society (McLuhan, 1964; Castells, 1996; Prensky, 
2006) and innovation, enterprise and reform are high on the agendas of 
universities (Clark, 2003). Thus the issues raised by McLuhan and Fiore 
(1967), Schön (1967) and Boyer (1990) as outlined below remain relevant 
in the current climate.

The medium, or process, of our time-electric technology is 
reshaping and restructuring patterns of social interdependence 
and every aspect of our personal life. It is forcing us to reconsider 
and re-evaluate practically every thought, every action, and every 
institution formerly taken for granted. Everything is changing: you, 
your family, your education, your neighbourhood, your job, your 
government, your relation to “the others.” And they’re changing 
dramatically. (McLuhan and Fiore, 1967, p. 8)

But, as we are learning, technological innovation belongs to us less 
than we belong to it. (Schön, 1967, p. xiii)

How can the role of the scholar be defined in ways that not only 
affirm the past but also reflect the present and adequately anticipate 
the future? (Boyer, 1990, p. 75)

So we can see that as early as the 1960s McLuhan and Fiore and Schön 
noted the impact of technological innovation and electronic media on eve-
ry aspect of social life including the university, while several decades later 
Boyer suggested that higher education needs to be much more responsive to 
future change. Thus, the impact of technological innovation and the need 
for higher education to be responsive to change are key themes which ap-
pear and reappear as the thesis progresses.
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Chapter 1. Introduction   

This chapter introduces the main aims of the research, the questions posed 
by the thesis, its context and rationale, and the key terms. It concludes with 
an outline of the structure of the thesis.

Aim
The principal aim of the research carried out for this thesis was to gain a 
better understanding of the practices and positions of two groupings of new 
professionals in UK higher education: educational developers and learning 
technologists. The research thus aimed to explore their development, the 
social structures that govern the two groupings, their respective approaches 
to supporting teaching and learning and the employment of new techno-
logy within a changing university context. It also aimed to show the extent 
to which professional practices differ. Whilst the context of this thesis is 
UK higher education, variations of the two professional groupings may also 
be found throughout Europe and in other international higher education 
settings,2 most notably associated with increased number of students attend-
ing universities, a shift of focus from teaching towards learning, and, more 
recently, the increasing impact of the ‘knowledge society’ and the ‘knowl-
edge economy’ on university work. 

This thesis inevitably builds on earlier work of a range of researchers3 and 
also on my own work,4 but endeavours also to make an original contribution 
to understanding about technology and change and the emergence of new 
professionals in higher education. It has an empirical base which is used to 
illuminate both the experience of what it means to be a new professional, 
and underlying socio-cultural issues affecting practice. 

Thus what is under investigation is the social structure, relationships, 

2 See for example, national and international societies, networks and associations such 
as: Association for Learning Technology (ALT); Australasian Society for Computers 
in Learning in Tertiary Education (ASCILITE); European Distance and E-Learning 
Network (EDEN); International Consortium for Educational Development (ICED); 
International Society for the Scholarship of Teaching and Learning (ISSOTL); Society 
for Teaching and Learning in Higher Education (STLHE); Society for Research into 
Higher Education (SRHE).

3 For example: Gornall, 1999; Beetham, et al., 2001; Gosling, 2001, 2008; Eggins and 
Macdonald, 2003; Land, 2004; Oliver, 2002, 2003; Conole, et al., 2003, 2004b; 
Taylor, 2005; Price, et al., 2005; Conole and Oliver, 2007; Peseta, 2006; Hicks, 2005, 
2007; Lee et al., 2008. 

4 For example Hudson, 1997, MPhil, and selected published papers from 1999-2006 
(Appendix VII).



16

principles, characteristics and practices that govern the two groups of new 
professionals, rather than explicit focus on individuals within the groups as 
objects of research. The following research questions are posed: 
•	 What	is	a	new	professional	in	higher	education?	
•	 What	are	the	characteristics,	principles	and	practices	that	distinguish	

the educational developer and learning technologist as new profes-
sionals?

•	 How	do	the	practices	of	the	educational	developer	and	learning	tech-
nologist contribute to teaching, learning and scholarship in higher 
edu cation?

•	 In	what	ways	is	the	notion	of	a	new	professional	in	higher	education	
useful?

Context and rationale
Two overlapping stages characterise UK higher education post World War 
II. Firstly, from 1945 the ‘modern’ university, described by Weiner as ‘a 
community of scholars with shared patterns of education and training, ap-
prenticeship and socialisation’ (Weiner, 1996a, p 61), followed by the ‘post-
modern’ university, with more diverse patterns of entry and career structure, 
micro rather than macro narratives and fragmentation in the knowledge 
needed by late capitalist societies (Cowen, 1996). However, Filmer (1997, p. 
51) argues that the transition of the modern university, from the premise of 
preserving the continuity of an elite intellectual minority, moving through 
various structural forms towards the ‘open-access university’, is more frag-
mented. Nevertheless, for the modern university, there were two main ca-
reer pathways: academic (or old professional) or academic-related (admin-
istrative) (Weiner, 1996a). The new professional who emerged within the 
post-modern university blurred the boundaries between academic and ac-
ademic-related work to encompass a wide range of posts and roles with ti-
tles such as learning-coordinator, educational-developer, technical-support 
officer, information specialist and so on. Whilst such posts might be seen 
as indicative of the existence of new forms of university groupings located 
perhaps in separate units such as centres for educational development, edu-
cational media, academic services and flexible learning (Gornall, 1999, p. 
45), they were also present in subject departments and non-centralised units 
(Gosling, 2008). However, as we shall see, providing support for academics 
as teachers in higher education has a long history; thus the extent to which 
such posts may be said to be new is somewhat contestable. 

Initially such new professionals in higher education were mainly con-
cerned with supporting teaching and learning and educational and profes-
sional development. However, specific groupings emerged such as educa-
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tional developers and learning technologists who later became particularly 
influential in terms of educational policy and practice in the sense that 
they worked closely with senior managers responsible for academic practice 
(Henkel, 2002; Gosling, 2008). Thus they held positions on policy mak-
ing committees and bodies (Brew, 2006), at both institutional and nation-
al levels, and were given responsibility for developing and writing learning 
and teaching strategy documents and ‘overseeing’ the implementation of 
the learning and teaching strategies (Gosling, 2008, p. 26). 

At the same time, considerable debate arose about the nature of the roles 
and practices of new professionals in relation to previous (modern) and 
more recent (post-modern) organisational structures (McDonald, 2003; 
Conole, 2004a; Shephard, 2004; Land, 2004, 2006). For example, Co-
nole (2004a, p. 1) points to the difficulties of aligning ‘this new emergent 
group of professionals’ (those concerned with learning technology) ‘within 
existing institutional structures’. Land (2006, p. 107) suggests that ‘many 
learning technologists find themselves located in organisational spaces that 
are not seen to have educational agency, or to be academic’. Land points 
also to the tensions of educational developers caught between different ‘ori-
entations’ and ‘shifting positions of authority and role’. 

Thus, whilst educational development and the use of learning technol-
ogy seems to have become established parts of higher education, the terms 
and positions associated with roles and practices continue to be contested 
and remain little understood (Oliver, 2003; Macdonald, 2003; Land, 2004, 
2006; Conole and Oliver, 2007; Gosling, 2008). In addition, much of the 
literature assumes that new professionals operate as distinct groupings with 
little debate regarding their complementary and cross-disciplinary roles. 
Thus, whilst there has been much interest in the use of information and 
communication technologies and indeed in university reform, the practices 
and the working relationships between educational developers and learning 
technologists (and other new professionals) and the socio-political condi-
tions which shape their practices remain largely unexplored. Thus, Oliver 
(2003, p. 259) finds ‘little research about learning technologists as opposed 
to learning technology’, whilst Land (2004) calls for further research into 
new professional communities and practices. 

More recently the need to understand better practices and relationships 
among new professionals has become a concern of several reports and re-
search studies. For example, a European report on the impact of technolo-
gy-enhanced learning on roles and practices in higher education identifies 
questions about relationships, practices, professional identity and appro-
priate research methodologies but does little to answer them (Price, et al., 
2005). Another European study into the ‘competencies’ necessary for im-
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proving the practices of university teachers using online environments calls 
for research on roles, ‘shared meanings’ and the experiences of professionals 
in the field (Alvarez, et al., 2009, p. 334). Meanwhile a paper taking an in-
ternational perspective on routes into the profession of educational devel-
opment highlights the need to investigate pathways and perspectives into 
educational development cross-culturally as well as nationally (McDonald 
and Stockley, 2008). Interestingly a recent study on educational develop-
ment units in UK higher education provides evidence of the interrelation-
ship between educational development and learning technology, in terms 
of the impact of e-learning on the strategic priorities of educational devel-
opment and questions of positioning and authority in restructuring proc-
esses (Gosling, 2008). The study refers to relationships as somewhat vola-
tile and ‘polarised’; however it does little to explain or discuss their nature 
or the underlying causes. 

The thesis aims to fill this gap by exploring the background and practices 
of two influential groupings of new professionals (educational developers 
and learning technologists) since 1990 and also the social and cultural forces 
surrounding their professional pathways over several decades. 

Key terms
The key terms used in the title constitute central threads which run through 
the thesis. This section provides a brief introduction to the themes; how-
ever they are discussed in more detail in later chapters. 

The notion of newness is central to this thesis as in new professionals, 
new technologies and new higher education. Newness is associated with 
theories, innovation, discovery and the invention of products and pro cesses 
(Schön, 1967). It is generally taken to mean that no previous examples 
exist, assuming also the need to establish what has gone before. Newness 
can thus be seen as related to the invention, say, of a new theory or a new 
technology, and innovation as more associated with change and the pro-
cess of bringing something new into being (ibid.). The discourse of new-
ness is much used in marketing (and politics), and closely associated with 
ideas of re-branding, ‘modernisation’, change and reform. This interpreta-
tion has been criticised as empty of value and commitment (Beck, 1999). 
Newness, primarily associated with discourses in the areas studied, is thus 
employed in this thesis with caution and as a discursive term to signify its 
usage to denote the systematic improvement of products and processes and 
the cooption by the public management reform agenda.
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New professionals
Prest (1987), in the preface to the book, The Professions in Early Modern Eng-
land, points out that, the noun ‘profession’, ‘derived from the Latin profiteri 
(‘to avow or confess’)’, was, in the mid-seventeenth century, applied to the 
so-called ‘three great professions of divinity, law and physics, besides being 
used more generally as a synonym for calling, occupation or vocation’. (ibid., 
preface). Thus, profession is not simply the equivalent of a form of work or 
occupation, ‘the word also implies an ideology’ (O’Day, 1986, p. 52). 

Eraut (1994) similarly argues that ‘professionalism’ should be treated as 
an ideology which influences process of ‘professionalisation’ as the means 
by which particular occupations seek to gain status and privilege accord-
ing to that ideology. 

Thus profession, in this thesis, is interpreted as a social construct, asso-
ciated with particular power and prestige resulting from specific skills and 
competence arising from needs and values of social systems and/or partic-
ular ideologies. 

Attention is drawn by Weiner (2002) to the very varied uses of the terms 
‘profession’, ‘professionalism’ and ‘professionalisation’. Professionalism, for 
example, is subject to power relations and thus may also be perceived as 
a form of ‘occupational control’, in the sense of requiring a specific set of 
values, knowledge and practices (Ozga, 1995, p. 21). Weiner (2002) notes 
that ‘professionalisation’ is commonly used to draw attention to what are 
perceived as shortcomings of traditional forms of practice (of teacher edu-
cation in this case) and of the need to improve and reform, or alternatively 
as a means of holding together ‘disparate neo-liberal government policies’ 
(Weiner, 2002, p. 277). Thus whilst professionalism may be perceived as a 
form of work orientation, professionalisation may be interpreted as a proc-
ess of occupational control. Alternatively ‘profession’, ‘professionalism’ and 
‘professionalisation’ may all be used to raise the status or to validate the val-
ue of occupational groups (ibid.).

Appending ‘new’, to any of the above interpretations implies that there 
are few previous examples of knowledge and practices in that context. Prest 
favours the growth of new professions as ‘part of a process of occupational 
difference and specialism’. However, he also argues that the history of the 
professions ‘should not be conceived of simply as a constant linear progres-
sion to professionalization’ and that professions come and go, often without 
any satisfactory explanation (Prest, 1987, p. 18).

Meanwhile Etzioni (1969) describes less powerful public-sector profes-
sions, such as teaching and nursing, as ‘semi-professions’, in the sense that, 
for example, teaching is framed by government policy and characterised 
by bureaucracy and hierarchy. As we shall see later, it has more in common 
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with the new professions than say, the so-called ‘true professions’ of law and 
medicine (Snoek, et al., 2009). Also, we shall see in chapter four, that the 
adjectives ‘semi’, ‘post’ and ‘new’ have all been appended to the concept of 
educational professional in order to reflect policy-related discourses that are 
associated with accountability, new working relationships, improvement 
and innovation, new bodies of knowledge drawn from practice, and a fo-
cus on targets and standards (Etzioni, 1969; Gornall, 1999; Beck, 1999; 
Ball, 2005; Snoek, et al., 2009). 

Going further, Bourdieu calls into question the very concept of pro-
fession itself, arguing that it stands for some as ‘a kind of methodological 
motto’ that is ‘all the more dangerous because it has [......] all the appear-
ance of neutrality in its favour’ (Bourdieu and Wacquant, 1992, p. 242). 
Thus Bourdieu argues that the use of the term profession should be replaced 
with that of field which he describes as a ‘structured space of social forces 
and struggles’ (ibid.).

A central aim of this thesis is to explore the ways in which two specific 
groupings have sought to gain professional status, privilege and symbolic 
capital. Thus, following Bourdieu, the concept of field is introduced in or-
der to disrupt the mythological motto of the professions (and profession-
als) as primarily virtuous and neutral (see chapter four).

New technologies
New technology is another key term for this thesis, which can be interpreted 
both as a tool, or technique, object or system (Schön, 1967; Poster, 2001; 
Ball, 2003; Hamilton, et al., 2004; Nordkvelle, 2004). New technology 
may also be seen either as a product or a process. For example in this the-
sis new technology is identified as a product in the form of electronic tools 
used in educational practice for the purposes of dissemination, illustration 
and communication. This interpretation includes information and commu-
nication technology (ICT), interactive technology, new media and learn-
ing technology, all of which are common and familiar in higher education 
discourses. New technology as a method, technique or process focuses on 
pedagogical work or techniques aimed at bringing about change. Thus, it 
is argued, new technologies, as both tools and techniques, feature to vari-
ous degrees in the practices of new professionals. However, given that there 
is a long history of technologies as tools and methods used in teaching and 
learning, something which will be discussed later, and given the identifica-
tion of the increasing impact of technology and media on society as noted 
earlier, the extent to which new technology in higher education is actually 
‘new’ is also questioned in this thesis. 
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New higher education
The terms new university, modern university, entrepreneurial university and 
post-modern university have all been used to indicate that higher educa-
tion is undergoing a process of redefinition (Cowen, 1996; Trowler, 1998; 
Clark, 1998, 2003; Slaughter and Rhoades, 2004; Ball, 2005). The change 
agenda, either to attain a steady state of change or as a systematic process of 
reform, has affected universities throughout the UK, Europe and the USA 
for a century or more (Schön, 1995). Following the Robbins report in the 
1960s in the UK, the concept of new university was first used to mark the 
widening of university education beyond that needed for elite social groups 
(Robbins, 1963). By the early 1990s, the notion of the new university once 
more was applied, this time to former polytechnics and colleges of higher 
education which had been awarded university status. Once again newness 
was understood in terms of widening student access (Further and Higher 
Education Act, 1992). Thus, taking into account that technical innovation, 
change and reform seem to be inevitable characteristics of progress (Schön, 
1967), the phrase ‘New Higher Education’ in the title of this thesis, is in-
cluded to reflect and question the continuous adaptation of higher educa-
tion to the broader changing social structure.

The field
‘Field’, another word in the title of this thesis, is derived primarily from the 
work of the French sociologist Pierre Bourdieu. He identifies social ‘fields’ 
and ‘subfields’ as settings in which agents or individuals are positioned and 
located. Bourdieu describes the field as the ‘locus of relations of force’ which 
is subject to endless change and reconstitution as ‘a potentially open space of 
play whose boundaries are dynamic borders which are the stake of the strug-
gles within the field itself.’ (Bourdieu and Wacquant, 1992, p. 104, italics 
original emphasis). Bourdieu’s concept of ‘subfield’ suggests that there are 
different levels of structure in which ‘subfield’ is a division within a field 
which has ‘its own logic, rules and regularities’ (ibid). 

Thus, Bourdieu’s conceptualisation of ‘field’ is interpreted in the thesis 
as representing the broad area of academic practice in higher education (in-
volving old and new professionals), within which the two groups of new 
professionals are identified in this study as sub-fields. We shall see that edu-
cational developers and learning technologists also self-define themselves as 
belonging to ‘fields’, ‘communities’ and ‘disciplines’. Indeed the different 
language and terms associated with the groupings adds complexity to an 
area already fraught with difficulty and paradox (Land, 2004). One reason 
for this, as Bourdieu notes, is that, to question the interrelation of differ-
ent fields generally provides more questions than answers.
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It forces us to raise questions: about the limits of the universe under 
investigation, how it is “articulated,” to what and to what degree, 
etc. (Bourdieu and Wacquant, 1992, p. 110)

Structure of thesis
The thesis is divided into nine chapters. Chapter one, provides an intro-
duction to the thesis, its main aim, the key research questions, background 
context and key terms. Chapter two discusses underpinning theoretical 
frameworks while chapter three focuses on the methodological approaches 
taken in the thesis. Chapter four provides an overview of the social arena 
and wider field of higher education and introduces key themes running 
throughout. The fifth chapter provides an autobiographical and reflexive 
account of one person’s experiences as a new professional and indicates the 
impact of new technologies and policy at the level of the individual. Chap-
ters six and seven review the literature to explore the backgrounds, practices, 
perspectives and positions of educational developers and learning technolo-
gists respectively. Chapter eight provides an analysis of in-depth interviews 
with practitioners who are acknowledged as ‘knowing agents’ who con-
tribute to the construction of the field and have a sense of the ‘game they 
engage in’ (Bourdieu, 1998, p. 25). The final chapter reviews the overall 
thesis and analysis in relation to the research questions. It reflects on the 
challenges of researching one’s own area of work and discusses the key re-
lationship between technology and change. It concludes by highlighting 
possible struggles for new professionals regarding new technologies and 
educational development.
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Chapter 2. Theoretical framework 
 
Introduction
This chapter introduces the theories and concepts that have influenced my 
thinking during this research. It discusses the main theoretical perspective 
adopted, which is then related to theorists and writers who have become 
central to my investigation and illuminated the study. 

Theoretical perspective
As already stated, this thesis is a study of practices, relationships and pro-
fessional experience in universities. A central argument is that knowledge 
is gained in many ways including through experience and ways of under-
standing that experience. I have also sought to locate the study in a broader 
social, cultural and historical context. The way I have chosen to carry out 
my study reflects my ontological position drawing on an understanding of 
phenomenology as emphasising the existence of the individual human be-
ing, and her or his own conscious awareness, which gives weight to indi-
vidual and collective subjective experience as a source of all knowledge of 
objective phenomena. This perspective reflects the position conveyed by 
Schutz (1964, 1967) and Bourdieu (1986, 1992) who both outline a rig-
orous and descriptive sociology which assumes the researcher/sociologist 
is a key factor in whatever she/he investigates. Moreover, both Schutz and 
Bourdieu give emphasis to the actor or social agent whose disposition and 
actions lie at the heart of the social system.

Thus in my study, I use professional autobiographical narrative to illus-
trate that as researcher I am part of the world that I am studying. I also use 
further methods and conceptual frameworks to explore the context, posi-
tion and practices relating to the ‘object’ of the research – the emergent 
professional areas of educational development and learning technology in 
higher education. Such phenomenological arguments have also led me to 
seek appropriate ways of dealing with social phenomena as significant as-
pects of reality and as related both to the individual and to society. The 
emphasis is thus placed on exploring practice and experience and the social 
and cultural conditions which shape that experience. 

The epistemological view adopted in the study of how we know what 
we know has been inspired by Pierre Bourdieu, in particular his work on 
reflexive sociology, his view that knowledge and practice are influenced by 
disposition and beliefs and his identification of objectivism and subjectiv-
ism within structure and reflexivity (Bourdieu, 1990; Bourdieu and Wac-
quant, 1992). Reflexive sociology requires the researcher to be sensitive to 
how particular social fields work however, Bourdieu also emphasises the need 
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for the researcher to be aware of his or her own intellectual position and 
disposition and the principle sources of such perspectives, arising from for 
example class, gender and education, and how this might distort the view 
of the field. In researching complex socially-constructed events and experi-
ences Bourdieu’s argument for self-criticism and his view of the ‘scientific 
field’ as active in the reflexive process through ‘the dialogic of public debate 
and mutual critique’ has been particularly informative. Thus,

…the work of objectivation of the objectivating subject is carried out 
not by the author alone but by the occupants of all the antagonistic 
and complementary positions which constitute the scientific field. 
(Bourdieu and Wacquant, 1992, p. 40)

For Bourdieu, the researcher remains central to the process in the sense 
that, as Schutz points out, his or her values and disposition affect both ap-
proach and outcome.

…the attitudes of the social scientist towards his (sic) subject 
matter is determined by his own presuppositions, metaphysical, 
ethical, or political, or by value judgements of whatever kind. 
These presuppositions may be tacitly assumed or openly stated.
 (Schutz, 1967, p. 3) 

With that in mind, the professional autobiographical narrative, which appears 
in chapter five, has been placed ahead of the literature reviews of educational 
development and learning technology and the analysis of in-depth interviews, 
in order to make explicit the habitus and disposition of the researcher (my-
self ). The aim has been to expose my own understanding and positioning in 
relation to the subject and to make them transparent to the reader. 

Developing theoretical and conceptual frameworks 
This section considers the theorists and writers who have helped me to de-
fine the theoretical and conceptual framework for my study. These include, 
as already seen, Bourdieu and especially his theories on ‘field’, as a socially 
structured space (Bourdieu and Wacquant, 1992), and also Boyer (1990), 
Palmer (1998) and Clark (1998, 2003) who focus specifically on academic 
practice in a changing higher education, and Schön (1967) and Ball (2003, 
2005), who address technology and change.

Field and habitus
Bourdieu offers an approach to understanding the practices and trends of 
professional fields through the utilisation of concepts such as field, habitus, 
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position agency and capital. As mentioned earlier ‘fields’ and ‘subfields’ are 
identified as social arenas in which capital is accumulated and where strug-
gles for power, position and resources take place. For Bourdieu ‘habitus’ is a 
set of deeply-founded dispositions and beliefs rooted in the daily practices of 
individuals and groups which contribute to the accumulation of capital and 
the exercise of agency. Such ‘embodied history’ which is manifest in experi-
ences, interests and beliefs is informative in the sense of providing insight 
into ‘the active presence of past behaviors’ (Bourdieu, 1990, p. 54).

Bourdieu thus argues that the relation between field and habitus oper-
ates in two ways.

On one side it is a relation of conditioning: the field structures 
the habitus, which is the embodiment of the immanent necessity 
of a field (or of a set of intersecting fields, the extent of their 
intersection or the discrepancy being at the root of the divided or 
even torn habitus). On the other side, it is a relation of knowledge 
or cognitive construction. Habitus contributes to constituting the 
field as a meaningful world, a world that is endowed with sense and 
value, in which it is worth investing one’s energy. 
 (Bourdieu and Wacquant, 1992, p. 127, italics original emphasis)

‘Social agents’ are thus viewed as holders of specific capital who, through 
habitus, actively contribute to the construction of the field. ‘Agency’ mean-
while refers to the capacity and ‘position’ of individuals to act within a par-
ticular field. Bourdieu argues that social agents as ‘subjects’ and, through 
habitus, acquire a sense of the game they engage in.

In fact, “subjects” are active and knowing agents endowed with 
practical sense, that is, an acquired system of preferences, of 
principles of vision and division (what is actually called taste), and 
also a system of durable cognitive structures (which are essentially 
the product of the internalisation of objective structures) and of 
schemes of action which orient the perception of the situation and 
the appropriate response. The habitus is this kind of practical sense 
for what is to be done in a given situation – what is called in sport 
a “feel” for the game, that is, the art of anticipating the future of the 
game, which is inscribed in the present state of play. 
 (Bourdieu, 1998, p. 25, italics original emphasis)

Bourdieu introduces two other concepts of particular interest to this study: 
those of ‘symbolic capital’ and ‘symbolic violence’. Bourdieu argues that the 
struggles of agents to identify with one group or another or to be differenti-
ated from one group or another, is a struggle over symbolic capital. 
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These struggles aim not to abolish the classification or to transform 
its principles but to modify individual positions in the classification, 
and they therefore imply a tacit recognition of the classification. 
Dividing those who are closest and most alike, they are the perfect 
antithesis and the most effective negation of the struggle against 
another class, in which the class itself is constituted.
 (Bourdieu, 1990, p. 138)

Bourdieu argues that such struggles are activities to do with gaining sym-
bolic power ‘by accentuating selected personal qualities of elites as suppos-
edly superior or natural’ (Swartz, 1997, p. 43). Symbolic capital is thus a 
means of identifying and describing orientation and positioning within a 
particular field. 

The concept of symbolic violence is used by Bourdieu to identify the 
existence of hidden struggles activated socially by a holder of capital as a 
means of limiting and controlling the agency of individuals with less capi-
tal. Symbolic violence is a ‘soft’ form of violence which can be conveyed 
through looks, gestures and body language, or denied for reasons of self-
interest or misrecognised, for example, in processes of reform and change. 
Social agents may favour acceptance of ‘the world as it is’ and/or find the 
dominant order ‘natural’ because ‘their mind is constructed according to cogni-
tive structures that are issued out of the very structures of the world’ (Bourdieu 
and Wacquant, 1992, p. 168, italics original emphasis). Bourdieu stresses 
that taken-for-granted actions and practices legitimise and constitute the 
maintenance of power relations. Moreover, the positioning of higher educa-
tion institutions within the market-led knowledge economy and the denial 
by practitioners of the economic and political interests present in a set of 
practices has been described as similar to the ‘false consciousness’ of Marx-
ist traditions (Swartz, 1997, p. 89). Thus Bourdieu argues that:

‘...symbolic violence … is the violence which is exercised upon a social 
agent with his or her complicity.’ 
 (Bourdieu, 1998, pp. 167-168, italics original emphasis)

In other words symbolic violence is about how the dominated come to ac-
cept their own conditions of domination (Swartz, 1997). Symbolic violence 
thus provides a critical lens through which to view the positioning of indi-
viduals and sub-fields and in particular the interplay between the changing 
university, workplace ethos, practice and agency.
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The properties or characteristics of the field 
The active properties or characteristics of a field, termed ‘capital’ by 
Bourdieu, determine both the (re)construction of the field of academic 
practice and the sub-fields of educational development and learning tech-
nology in today’s higher education. Bourdieu argues that social, cultural 
and economic capitals are critical resources that shape both field, as one 
of the central organising concepts of work, and ‘game’, as a deliberate act 
in which capital is employed in the field of play (Bourdieu and Wacquant, 
1992). Thus, field as a space of play, involves rules, strategies and the de-
ployment of different capitals.

Social capital is identifiable in social networks and interpersonal skills ac-
cumulated through habitus, education systems and workplace experiences. 
Bourdieu defines social capital as follows: 

...the sum of the resources, actual or virtual, that accrue to an 
individual or a group by virtue of possessing a durable network of 
more or less institutionalized relationships of mutual acquaintance 
and recognition. (Bourdieu and Wacquant, 1992, p. 119)

It is used in the study to explore the practice and the actions of agents in re-
lation to their networks, communities and institutionalised relationships. 

‘Cultural capital’, in contrast, is interpreted as the knowledge, skills and 
experience, which are accumulated by individuals and groups over a pe-
riod of time. Bourdieu (1986) distinguishes three types of cultural capital: 
1) ‘objectified’, which applies to tangible goods, seen here as practice in 
the form of knowledge and skills which are owned and can be traded; 2) 
‘embodied’, which is marked by habitus and by accumulated experience, 
identified in this study as tacit knowledge (Polanyi, 1967, 1969); and 3) 
‘institutionalized’ which is understood as formal qualifications, titles and 
credentials. Bourdieu’s three types of cultural capital are thus used to ex-
plore practice, in terms of what agents do, their tacit knowledge and their 
formal qualifications.

Economic capital implies the conversion of other capitals into money and 
resources. Whilst social, cultural and economic capitals are interdepend-
ent Bourdieu (1986) sets economic capital at the base of all other types of 
capital. Economic capital has therefore been used as a significant resource 
in defining the logic of the field. 

The logic of the field
The ‘logic of the field’ determines which capitals are used and to what ef-
fect. Bourdieu describes a ‘sort of hermeneutic circle’ which involves three 
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movements between the ‘field of power’, the structure and relationships 
between agents and the habitus and capital of agents (Bourdieu and Wac-
quant, 1992, p. 104).

... in order to construct the field, one must identify forms of specific 
capital that operate within it, and to construct the forms of capital 
one must know the specific logic of the field. (Ibid., p. 108)

Bourdieu places emphasis on knowing the field and mapping the space to 
create awareness of the main force lines that structure the space. Therefore, 
for this study, field, structure and position, habitus and capital are inter-
preted as follows: 
•	 the	field	is	that	of	academic	practice	in	higher	education,	positioned	as	

a field of power in relation to broader national and global imperatives. 
Sub-fields include educational development and learning technology.

•	 the	structures	of	the	relations	between	the	positions	occupied	by	spe-
cific agents (i.e. the new professionals) are hierarchical and fragment-
ed, for example, concerning players at global, national, institutional 
and departmental levels, all have specific knowledge and skills with 
which to trade.

•	 relationships	and	positions	are	defined	through	utilisation	of	different	
capitals and similarities and differences in practice. 

•	 habitus	and	disposition	signify	the	construction	of	the	field	by	social	
agents and thus demand research approaches which attempt to expose 
hitherto hidden experiences and voices (in this case, of the new profes-
sionals). 

An overarching conceptual framework is thus provided by Bourdieu which 
enables a more acute and targeted understanding of the social and cultural 
events and relations which have shaped both the broad field of higher edu-
cation and its new professional sub-fields of educational development and 
learning technology. The framework is discussed further in the chapter on 
methodology and methods.

Conceptualising academic practice within a context of change
Central to the work of educational developers and learning technologists, it 
is argued, are practices which aspire to support academic practice and thus 
the practice of academics (or university teachers) and, to some extent, the 
change agenda of higher education. A number of scholars have emerged as 
‘architects’ of the field, for example Boyer (1990), Palmer (1998) and Clark 
(1998). Their interrelated sets of concepts and models, developed against 
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a background of reform in higher education, are interpreted in the thesis 
as theoretical and pragmatic responses to the impact of social change upon 
academic practice. For example, Boyer’s conceptualisation of scholarship 
and Palmer’s perceptions of the pedagogic needs of the university teacher 
were developed in response to change in and reform of universities in the 
USA. They emphasise the importance of research, knowledge acquisition, 
understanding, application, and teaching as the main elements underpin-
ning academic practice. In contrast to Boyer and Palmer, Clark offers a 
conceptual framework for introducing new practices aimed primarily at 
sustaining change in universities. Although all three architects developed 
their ideas as a response to successive waves of change in universities, they 
also created useful frameworks by which to explore professional practice 
such as that of educational developers and learning technologists. 

More specifically, Boyer reconceptualises scholarship in higher education 
following the shift from universities as principally research-led to a more 
even balance between teaching and research. Boyer (1990, p. 16) suggests 
four distinct scholarships of integration, discovery, application and teaching, 
developed primarily to support the practices of the university teacher, the 
quality of his or her teaching and the changing relationship between re-
search and teaching. Boyer draws on surveys of faculty staff in American 
universities by the Carnegie Foundation in the 1980s, to study the defini-
tion of scholarship. Thus, scholarship has become an important and, as we 
shall see later, contested discourse for educational development and a sig-
nificant feature in educational policy. 

Of particular interest to this thesis is Boyer’s Scholarship of Integration 
which emphasises connections across disciplines, and specialisms which are 
placed in larger contexts, thus providing new ways of illuminating knowl-
edge and understanding. The Scholarship of Integration has thus been de-
scribed as the ‘primary driver’ for leadership and change in contemporary 
universities (Savage and Betts, 2005). Boyer’s view of integration, although 
essentially focusing on research, resonates with the thoughts of others. For 
example Engeström (2001) focuses on expanded learning and co-configu-
rational work, drawing on activity theory and theories of social constructiv-
ism to explore the possibility of dialogue between different traditions, cross-
cultural perspectives and networks of interacting systems. Activity theory is 
another way of illuminating the inter-related practices of new professionals 
by showing the complex social and cultural relations that underpin multi-
disciplinary approaches to learning and working. The challenges and possi-
bilities of multi-disciplinary working and learning constitute an important 
theme running through this thesis, reflected also in my own professional 
practice and arguably, in the multi-disciplinary work of educational devel-
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opers and learning technologists. Thus I revisit, in the final chapter, themes 
of boundary crossing, cross-cultural perspectives, specialisms and networks 
of interacting systems.

With educational debate often dominated by questions of reform, Palmer 
(1998) forefronts the voice of the university teacher by noting that at the 
centre of academic practice lies the importance of ‘good teaching’ and the 
role of the teacher in creating the most advantageous conditions for learn-
ing. Thus, Palmer identifies ‘Learning in Community’, ‘Knowing in Com-
munity’, ‘Teaching in Community’ and ‘Personal Identity and Integrity’ as 
part of a unifying framework for the practices of university teachers. Whilst 
identity and integrity are clearly important aspects of the personal and work-
ing lives of professionals (whether new or old), Palmer (2005) also reminds 
us of the contradictions and complexities involved in maintaining personal 
integrity and in achieving a balance between personal and professional eth-
ics, a tension which is again revisited later in the thesis.

Palmer’s draws on his own experience as a university teacher and his dis-
cussions over many years with students. Interestingly whilst Boyer’s work 
is strongly referenced in the sub-field of educational development, Palmer’s 
work is less so. This may be the result of shifts in UK policy from teach-
ing to learning and consequently from emphasis on the teacher to that of 
the student (NCIHE, 1997). Although teaching ‘excellence’ is now widely 
promoted (see also chapter five), often the voice of the teacher is a missing 
element in the literature of higher education policy. 

Clark (1998) meanwhile offers a useful and necessary contrast to Boyer 
and Palmer’s concentration on scholarship and teaching in his focus on a 
combination of individual entrepreneurialism, peripheral units and strong-
ly-managed centralised approaches to university change. Clark suggests that 
the transformation of universities can only occur through collective entre-
preneurial action where university units come together and ‘work across a 
university over a number of years to change, by means of organised initia-
tive...’ (ibid., p. 4). In a study of five European universities Clark (1998) 
identifies five ‘pathways of transformation’ for sustaining change and for 
creating an ‘entrepreneurial university’. These five pathways are:

•	 a	 strengthened	 steering	 core, which strengthens institutional  
 steering by bringing together central managerial groups and  
 academic departments 
•	 an	 enhanced	 development	 periphery, which is manifest in a  
 growth of development units working across boundaries  
 mediating between departments and external organisations
•	 a	diversified	 funding	base, which involves raising funding from  
 secondary sources such as funding councils and third-stream  
 discretionary income from a diverse base.



  31 

•	 a	stimulated	academic	heartland, meaning department and faculty  
 renewal based on a ‘modified belief system’ achieved by blending  
 traditional academic values with the ‘newer managerial points of  
 view’.
•	 an	integrated	entrepreneurial	culture brought about by developing  
 a ‘work culture that embraces change’. 
 (adapted from ibid., pp. 5-8)

The five pathways place emphasis on practices of management and leader-
ship, interdisciplinary working, income generation and the transformation 
of values and culture. They thus reflect the centralised position of educa-
tional development units in the UK, often under the direct management 
of Vice- or Pro-Vice-Chancellors (Henkel, 2002; Gosling, 2008). Interest-
ingly, Clark’s (2003) most recent study shifts emphasis from structure to-
wards process, and from top-down, central control towards acts of ‘collegial 
volition’ which involve collective decision-producing and collective com-
mitment to change, which he sees as essential to sustaining a ‘steady state’ 
of change in universities. Nevertheless he seems to remain committed also 
to encouraging universities to engage in proactive entrepreneurial activity. 
Indeed Clark advocates ‘collegial entrepreneurship’ as a ‘mediating norma-
tive order’ for universities in the twenty-first century (Clark, 2000, p.19).

Thus, Boyer, Palmer and Clark reflect different ways of interpreting aca-
demic practice and transformation within a changing higher education as 
universities struggled to meet the demands of a more diverse society. Boyer 
and Palmer focus on scholarship and teaching, while Clark draws attention 
to practices which essentially focus on change and transformation. Clark 
also stresses the importance of boundary-crossing and the need to negotiate 
new borders ‘with academic criteria serving as guideposts’ (Clark, 2003, p. 
103). Thus all three accept that integrative practice is an important aspect 
of academic life. Moreover, three of Boyer’s scholarships – discovery, appli-
cation and teaching – and three of Palmer’s conceptualisations of commu-
nity – learning, knowing and teaching – reflect similar activities and can be 
incorporated under the headings of research, knowledge acquisition, un-
derstanding and application, and teaching. For example: 
•	 research	and	investigative	approaches	to	academic	practice	and	teach-

ing equate with the Scholarship of Discovery (Boyer, 1990) and Learn-
ing in Community (Palmer, 1998)

•	 knowledge	acquisition,	understanding	and	application,	and	helping	
the academic community to recognise problems and opportunities 
place emphasis on context and reflect the theory/practice dimension of 
the Scholarship of Application (Boyer, 1990) and Knowing in Communi-
ty (Palmer, 1998)
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•	 teaching	that	is	stimulating,	active,	and	which	fosters	practical	devel-
opment and encourages future scholars equates with the Scholarship of 
Teaching (Boyer, 1990) and is represented in the notion of Teaching in 
Community (Palmer, 1998).

The different perspectives also highlight potential areas of tension, for ex-
ample, Palmer places emphasis on the importance of identity and integrity 
and the difficulties of achieving a balance between personal and profes-
sional ethics whereas Clark’s pathway to transformation and developing a 
‘change’ work culture stresses the need to modify beliefs and values in line 
with new managerial5 points of view. 

Thus, Boyer’s scholarships, Palmer’s conceptualisation of the role of 
the university teacher and Clark’s conceptualisation of the entrepreneurial 
university together provide the basis for a conceptual framework for the 
analysis of academic practice and practices which support transformation 
and change. It is hoped that they also, illuminate the position and prac-
tices of educational developers and learning technologists and the logic of 
the relative sub-fields. 

Technology and change: a crucial relationship
Schön’s (1967) work on technology and change captures, it seems to me, 
many of the tensions and concerns in higher education settings today. In 
the 1960s Schön was working on product development in order to help 
industrial firms to engage more effectively in technological innovation 
and change. He thus began a prolonged interest in change as it applies to 
modern life and adaptive social systems. In Schön’s seminal text Technol-
ogy and Change: the new Heraclitus, he looks back to the eighteenth and 
nineteenth centuries when science and technology were part of the project 
of ‘re-establishing the dominion of man over creation’ (ibid., p. 190-191). 
Schön reminds us that technology can be an instrument for ‘evil’ as well 
as good, for domination as well as empowerment. He also shows that the 
rhetoric surrounding the Great Exhibition in London in 1851 provides an 
early example of the now familiar hyperbole and expectation of progress 
that new technologies are expected to bring to society. The then Prince 
Consort, Prince Albert, pronounced technology the ‘instrument’ of social 
progress as follows. 

5  New managerialism is used to define a form of corporate governance in higher educa-
tion which has a tendency towards using a preponderance of managerial techniques. 
See also Trow (1993); Ozga (1995); Deem (1998, 2001, 2003, 2004, 2006).
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Nobody who has paid any attention to the peculiar features of our 
present era will doubt for a moment that we are living in a period 
of most wonderful transition which tends rapidly to accomplish 
that great end to which, indeed all history points. The realisation 
of the unity of mankind … The distances which separated the 
different nations and parts of the globe are rapidly vanishing before 
the achievements of modern invention and we can traverse them 
with incredible ease; … Gentlemen, the exhibition of 1851 is to 
give us a true test of the living picture of the point of development 
at which the whole of mankind has arrived in this great task in a 
new starting point from which all nations will be able to direct 
their further exertions. 
 (Quoted in J. B. Bury, p. 330; in: Schön, 1967, p. 191)

Schön discusses the growing sense of unease in society in the 1960s over the 
affects of technological change on personal identity. He argues, for exam-
ple, that technological change, innovation and progressive diversification 
provide a challenge to spiritual values and contribute to ‘the erosion of old 
concepts of role and function’ often without anything clear to replace them 
(ibid., p. 195). Above all, Schön is concerned about the breakdown of the 
sense of personal identity and the consequences of change being forced on 
individuals and groups. This leads to an argument for an ‘ethic of change’ 
for individuals, organisations and society as a whole involving a ‘meta-eth-
ic’ of inquiry and discovery aimed at guiding the process of change, and 
‘making possible the abandonment of old positions without the loss of 
self ’ (ibid., pp. 198 - 203). Interestingly, Schön’s argument for an ethic of 
change parallels Boyer’s concepts of scholarship, Palmer’s conceptualisation 
of university teaching and Clark’s pathways to university transformation as 
an attempt to guide social change.

Other researchers’ work has been more rooted in policy implications of 
the present. Ball’s (2003) paper entitled ‘The teacher’s soul and the terrors 
of performativity’ resonates with recent re-forms of UK higher education 
and the use of new technologies both as objects, in the form of pedagogi-
cal and managerial tools, and processes related to the reform of educational 
policy. Ball draws on Lyotard’s (1979) conception of the ‘postmodern con-
dition’ in which knowledge is de-socialised and performance monitoring 
and management become key features of reform. Postmodernism is com-
monly used as a term, concept or ‘label’ to mean after modernism. In this 
thesis postmodernism, is seen in terms of the reconstruction of a new so-
cial reality in which ‘historical traditions’ lose their attraction and give way 
to variation and multiplicity which in turn leads to the formation of ‘new’ 
narratives and fragmentation, differentiation and groupings on a smaller 
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scale (see also Lyotard, 1979 and Ball, 2003). Ball identifies the commodi-
fication and de-socialisation of knowledge as a feature of the present period 
resulting in changes in the relationships between the learner, learning and 
knowledge. For example, he shows how policy technology and ‘performa-
tivity’ operate through target-setting to change existing regimes of teaching, 
learning and assessment (often through the introduction of new computer-
based technologies). Ball (2003, p. 215) perceives performativity as a mode 
of regulating, controlling and representing ‘the worth, quality or value of an 
individual or organisation within a field of judgement’. Furthermore, Ball 
has a conception of social theory itself as a field of power; for example, as ‘a 
field of networks of relations constantly subject to the play of power, both 
within and from without, and beset by struggles for positional advantage’. 
Thus, similarly to Bourdieu, Ball argues that theory should be enabling 
rather than be prescriptive; i.e. theorists ‘do not tell me how to think, but 
enable me to think about how I think’ (Ball, 2006, p.3). 

Summary
The theories, concepts and writers discussed in this chapter have been val-
uable in enabling the exploration of dynamic social and cultural relations 
and in framing and structuring the study. The theories of Bourdieu pro-
vide the overarching framework for this thesis. However other writers pro-
vide useful concepts and perspectives to guide the more detailed analysis of 
practice and reflection on specific themes. All have motivated my interest 
in the subject, and have been provocative in terms of challenging norma-
tive views of the subject. 
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Chapter 3. Methodology and methods 

Introduction
The aim of this chapter is to consider the methodology and the methods 
used in this thesis, which have been chosen, first, because they enable explo-
ration of complex social relationships and interrelated practices associated 
with educational development and new technologies in higher education 
and second, because they offer a broad overview and potential for under-
standing of the subject within its social, cultural and historical context. 

A three-fold approach is taken in order to enable a long-term perspec-
tive on development over time. This involves a literature review, a reflex-
ive professional autobiographical narrative and in-depth interviews with 
selected practitioners who are perceived as agents who actively contribute 
to the construction of the field. The three-fold approach provides a basis 
for cross-checking findings drawn from different sources and thus helps to 
establish credibility and trustworthiness through overlap and triangulation 
(Lincoln and Guba, 1985). It is hoped that the methodology used demon-
strates consistency and rigor whilst providing a creative approach to making 
sense of the social world and the ‘logic’ of the two sub-fields.

The research methods used are chosen in order to offer a perspective and 
contextualisation of the habitus, practices and positions of educational de-
velopers and learning technologists in today’s higher education. The empha-
sis of both Bourdieu and Schutz on developing a theory of practice, which 
investigates the social to take into account individual reality, is reflected 
in the methodological stance adopted here. Thus, the methodologies and 
methods seek to make visible the practitioner ‘whose doing and feeling lies 
at the bottom of the whole system’ (Schutz, 1964, p. 7). 

The study is based on a commitment to ensure that any research carried 
out is guided by commonly agreed international standards of good prac-
tice (see, e.g. BERA guidelines and the code of practice of the Swedish Re-
search Council.). 

Overview literature
The research necessarily draws on a variety of different written sources in-
cluding empirical research, reviews, studies, policy documents, white papers, 
research reports, discussion papers and journal articles. The texts are derived 
mainly from the UK, Europe, USA and Australasia and cover a range of 
disciplinary areas including higher education studies (Becher, 1989, 1990, 
1994; Becher and Trowler, 2001; Andresen, 2000a; Barnett, 2000a), edu-
cational policy (Gornall, 1999; Ball, 2003; Henkel, 2005), educational so-
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ciology (Beck, 1999; Deem, 1998; Clegg, Hudson and Steel, 2003; higher 
education teaching and learning (Rowland, 2001), educational/academic 
development (Brew and Baud, 1996; Land, 2001, 2004; Trowler, 2004; 
Hicks, 2005; Grant, et al., 2009), learning technology (Ely, et al., 1988; 
Selwyn, 1997; Daniel, 1996; Conole and Oliver, 2007) and educational 
change (Trowler, 1998; Clark, 2003; Daniel, et al., 2006). The texts refer-
enced above are given as examples and reflect only a small selection of the 
literature used. They are classified according to the journals in which they 
were published and thus may not reflect the disciplinary areas of the authors. 
Nevertheless, the articles, journals and authors exemplify the broad context, 
variety of perspectives and the multi-disciplinary nature of the work of the 
two groups of new professionals. In addition to journal articles and books, 
web-based searches of key terms and phrases were carried out, national 
projects and initiatives were considered, the aims and objectives of profes-
sional associations and national agencies were scrutinised and government 
funded reports, documents and funded initiatives were drawn on. 

Bourdieu identifies three connected movements for analysing a field; ana-
lysing position within the field of power; mapping out the structure and re-
lations between the positions occupied by agents, and analysing the habitus 
of agents and the different dispositions acquired (Bourdieu and Wacquant, 
1992). This was used as a framework to both search for and structure the 
overview literature. Overview literature is thus used to locate and introduce 
the study and the backgrounds and practices respectively of educational de-
velopers and learning technologists within the broader social, cultural and 
historical context. It is also used to highlight recent trends, perspectives and 
current discourses. Similarly, in the professional autobiographical narrative, 
a wide range of literature is used, including some of my own work, in order 
to position the narrative socially, culturally and historically.

Structured literature review of practice
In addition to the use of overview literature a structured literature review 
of practice was carried out. The literature review of practice drew on em-
pirical studies that answer the same or similar questions about the nature 
of the work and practices of the two groups of new professionals (educa-
tional developers and learning technologists) and values and outcomes re-
lated to specific professional awards. This method is best represented as an 
interpretive technique which provides a systematic overview of particular 
questions or themes, in this case concerning the practices of educational 
developers and learning technologists. 

The aim of using such methodologies is to allow a more interpretive ap-
proach to empirical studies written from different standpoints. However, 
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studies on human behaviour, even when there are relatively few in number 
are often complex and difficult to interpret and summarise. Biases, rigor 
or lack of it, research design and differing use of language and terms also 
intervene in the production of texts from, for example, independent re-
search, policy documents and funded research. Indeed sponsors often exert 
considerable control over the final text. As we shall see later ‘pedagogical 
language and terminology’ may be appropriate for one context while the 
use of ‘language to which institutional management will relate’ may be re-
quired in another (ALT, Research Strategy, 2005, p. 1). 

Other potential problems are text selection, and interpretation based on 
professional judgements. Indeed, interpretive techniques have a number of 
potential drawbacks including being overly subjective, ignoring context and 
time frame and damaging the original integrity of the material. Following 
Bourdieu, a reflexive hermeneutic approach was adopted drawing on a struc-
tured framework based on Boyer (1990), Palmer (1998) and Clark’s (1998, 
2003) conceptualisations of academic practice (see Fig. 1, page 40). Thus 
it was intended that the selection and review of texts would reveal patterns 
of underlying practices which provide an initial insight into the logic, po-
sition and capital of the two groups. 

Method 
Texts for the structured literature review of practice were selected on the 
following basis:
•	 emphasis	on	practices	of	educational	developers	and	learning	technol-

ogists
•	 reflecting	empirical	research	ranging	from	independent	research	to	the	

formation of policy reports (since 2000). 
•	 representative	of	accreditation	and	professional	standards	relevant	to	

professional associations in the UK, for example, the Staff and Edu-
cational Development Association (SEDA) and the Association for 
Learning Technology (ALT). (See Appendix I for list of texts)

Initially I drew on personal knowledge and experience based on two dec-
ades of working in the field to identify appropriate texts, but also carried 
out key word searches of the web, electronic journals, conference proceed-
ings and library catalogues. Personal contact with professional associations, 
researchers and writers in the field also proved productive. For example, I 
contacted the Association for Learning Technology (ALT), the Staff and 
Educational Development Association (SEDA) and leading UK writers on 
the practices of educational developers and learning technologists to en-
quire about recent studies, and in particular, any relevant current empiri-
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cal research. This helped to add to my own knowledge of the field and the 
scope of current activity, and also confirmed my perception of the paucity 
of independent current research on the practices and the relationship of 
educational developers and learning technologists.

Thus whilst a wide range of literature exists on educational development 
and the use of learning technologies, there have been few empirical stud-
ies on practitioners and the conditions in which they work in UK univer-
sities since 2000. The lack of empirical research on what educational de-
velopers and learning technologists do in the UK has meant that texts on 
educational development necessarily draw on studies based in Australia, 
where there has been much activity in this area. Also, job advertisements 
for learning technology and related posts were analysed to identify more 
recent examples of technology-related practice. For example, of eight edu-
cational development texts, three draw on work from Australasia (Fraser, 
2001; Bath and Smith, 2004; Taylor, 2005). Possibly due to more generous 
funding from professional associations and/or government agencies, stud-
ies on learning technologists appear more UK orientated (all seven texts 
are set in UK contexts). However the most recent empirical study on the 
practices of staff supporting learning technology (at the time of writing) 
was carried out by Oliver in 2002. Thus, to gain an indication of current 
practices in learning technology, the Association for Learning Technology 
Digest was consulted, which lists job vacancies associated with learning 
technology on a bi-weekly basis. A search was carried out of advertisements 
and job descriptions over a twelve month period – from January 2008 to 
January 2009. Over 100 jobs were identified during that period. Analysis 
of the types of jobs and associated practices is discussed with the literature 
review of texts in chapter seven. An abbreviated list of jobs advertised can 
be found in Appendix III. 

The two sets of texts selected have some consistency, for example, both 
sets include empirical studies, literature reviews and professional standards 
for accreditation. However, the characterisation of practice should be seen 
as a broad generalisation that reflects activity in UK and in the case of edu-
cational development Australian Universities over the period between 2000 
and 2008. It is therefore suggested that the reader considers the literature 
review of practice alongside the practices revealed in the autobiographical 
narrative and in the in-depth interviews.

The literature review of practice covers eight texts on the practices of 
educational developers, of which five draw on empirical research. These in-
clude a survey of 71 Australasian ‘academic developers’ (Fraser, 2001), two 
studies surveying heads of educational development units in 2000 and 2006 
by the same author (Gosling, 2001, 2008), a two-year empirical study of 
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practising educational developers (Land, 2001) and a study of the leader-
ship experiences of educational development specialists in (17) Australian 
universities (Taylor, 2005). The three remaining texts on the practices of 
educational developers are a discussion paper which ‘reviews the current 
debate regarding the work of academic developers’ (Bath and Smith, 2004) 
and two frameworks (combined) aimed at supporting the professional de-
velopment of staff involved in ‘Leading Staff and Educational Development’ 
and ‘Leading and Developing Academic Practice’ in higher education insti-
tutions (SEDA-PDF, 2005). The documents are listed in Appendix I.

Seven texts are included in the analysis on learning technologists. Only 
two are research studies, of which one is a large-scale career scoping study 
which includes the role analysis of (35) staff working in UK higher educa-
tion, audit of (23) HE institutions and in-depth interviews with learning 
technology staff, managers, heads of personnel, staff development and edu-
cational development (Beetham, et al., 2001). The second empirical study 
draws on interviews with learning technologists to identify ‘what they do’ 
(Oliver, 2002). The five remaining texts include a report of a three-year 
project aimed at developing support for professional development in order 
to ‘embed’ new technologies (EFFECTS, 2003), a review of the literature 
on learning technologists including associated accredited schemes and rel-
evant professional programmes (Oliver, et al. 2004), requirements for cer-
tification to the Association for Learning Technology (CMALT, 2005) and 
two frameworks (combined) aimed at supporting the professional develop-
ment of staff involved in ‘embedding’ and ‘eXploring’ learning technologies 
(SEDA-PDF, 2005). The documents are listed in Appendix I.

As far as it is possible to discern, most of the texts on the practices of 
educational developers are independent studies, though Gosling’s studies 
are sponsored (albeit modestly) by the Heads of Educational Development 
Group (HEDG). This offers a contrast to the studies on learning technol-
ogy which are either commissioned or the result of funded work sponsored 
by JISC, ALT or SEDA. Furthermore the studies on the practices of learn-
ing technologists have all been used as foundations for either the develop-
ment of professional schemes (CMALT, 2005) or professional development 
framework awards (SEDA-PDF, 2005).

The texts were analysed using a conceptual framework (see Fig. 1) based 
on the work of Boyer, Palmer and Clark which identifies practices of schol-
arship, teaching and organised initiatives related to transformation and 
change, as discussed in chapter two. 
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Fig. 1. Conceptual framework of academic practice: scholarship, principles of 
teaching, change and transformation.

Research
Knowledge acquisition, understanding and application

Teaching
Integration

Identity and integrity, beliefs and values
Management and Leadership

Strategic practices aimed at bringing about change

The framework was developed through an iterative process in the early stage 
of the study based upon an initial literature review of the field to identify 
key concepts which guide academic practice in the context of the changing 
university. It was used to cluster themes together into relevant groups and 
where terms were ‘fuzzy’, personal judgement was exercised. Thus, personal 
insights into the field, professional interpretation and iterative reflexivity 
made it possible to be generative rather than over-descriptive or reduction-
ist. Characterisations of practice found in the texts but not adequately cov-
ered by the framework were classed as subsidiary practices. The working 
documents can be found in Appendix II. 

As mentioned earlier the analysis of the structured literature reviews of 
texts on the practices of educational developers and learning technologists 
are placed respectively in chapter six and seven. Thus the characterisations 
of practice (cultural capital) are contextualised within the broader overview 
literature of each sub-field. Moreover, to make it easier to gain an overall 
sense of similarities and differences between the two sub-fields, chapters six 
and seven are structured similarly. 

Professional autobiographical narrative
Autobiographical narrative is used to capture and frame the impact of change 
and reform on individual professional identity and practice (Oates, 1991). 
Through the process of reflection, autobiography offers a context for indi-
vidual action which locates the individual’s social and physical space against 
a changing background. The narrative, therefore, is time-sensitive, is told as 
a story, provides clues about the researcher’s habitus and uses a Bourdieun 
theoretical framework, as outlined in chapter two, to capture and reflect on 
experience. It mixes story with discussion which means that the ‘I’ can be 
read in several ways. For example, as narrator, ‘I’ tells a chronological story, 
while the ideological ‘I’ provides clues to social location and relationships 
and ‘I’ as an agent of discourse takes a reflective view of the narrative, thus 
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focusing more on the meaning of personal experience (Smith and Watson, 
2001, pp. 58-64).

The autobiography thus is a ‘life history’, or ‘life story’ set in a historical 
context (Goodson, 1992, p. 6., in: Erixon, 2002, p. 33). However, when 
reading autobiography it is important to consider the perspective and sub-
jectivity of the writer. The aim, therefore, is not to establish an essential 
truth but to provide source material from which to learn and deepen un-
derstanding. 

Autobiography has become an accepted research method in education 
and is considered particularly valuable for individuals and groups whose 
perceptions and experiences have had little historical coverage; for example 
minority groups, women, teachers and in this case, a woman (myself ) work-
ing as a new professional in higher education. Therefore, autobiographical 
narrative, as reflective practitioner research, seems fitting in terms of allow-
ing a richer and more nuanced picture of the disposition and practices of 
new professionals working in changed university settings. 

Moreover, writing a professional autobiography, the use of reflexivity 
and Bourdieun analyses of struggles over power, have revealed the gendered 
nature of events in my own professional experience and have drawn me to 
several feminist writers.  For example, Wiener (1996b), David (2003) and 
Clegg (2006) explore issues of agency and have increased my awareness of 
the relevance of feminist epistemology. Indeed feminist perspectives have 
influenced the epistemology and practice of the study where the use of re-
flexivity and subjectivity allows the questioning of ‘how we know what we 
know’ and where the employment of autobiography has become an accepted 
research method (David, 2003). Moreover, feminist writers have paid con-
siderable attention to higher education as a workplace. For example, Weiner 
(1996a) and David and Woodward (1998) explore the changing nature of 
women’s work in higher education, Ozga (1995) and Deem (1998, 2003) 
examine the impact on organisational cultures of the new managerialism, 
Dillabough (1999) considers the interrelationship of gender, identity and 
reform and Reay (2004) focuses on identity in education. In particular 
Clegg’s critical stance on the relationship between policy, practice, agency 
and the use of ICT in higher education (2003 et al., 2006) has been helpful 
in highlighting deterministic approaches to technology and change.

Narrative writing is thus seen as an important means of uncovering pro-
fessional experience and of giving voice to individuals and their practice 
(Clandinin and Connolly, 2000; Erixon, 2002). However, while empha-
sising the importance of ‘voice’ it is important to be aware of the danger of 
over-introspection and subjectivity, and of over-emphasis on the actor as 
central to the story. For example Apple (1996, p. xiii) refers to ‘literary im-
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agination’ but also warns of ‘possessive individualism’ and ‘hidden motives’ 
of autobiographical accounts, while Bourdieu (2003, p. 287) is critical of 
‘narcissistic confessions of the apostles of postmodern reflexivity’. Never-
theless, the hope is to reduce subjectivity at the same time as maintaining 
a sense of agency. With these and other concerns in mind, I have worked 
hard to find an appropriate voice. However, it is also evident that there is 
no perfect or neutral method as Todorov argues (1984, pp. 56-57):

…in language there is no word or form left that would be neutral 
or would belong to no one: all of language turns out to be scattered, 
permeated with intentions, accented. 

(Todorov in: Erixon, 2002, p. 27);

Interestingly, Bourdieu suggests that reflexivity can reduce the impact of 
subjectivity particularly if rigorously applied:

…the researcher can and must mobilize his experience, that is, 
this past, in all his acts of research. But he is entitled to do so 
only on condition that he submits all these returns of the past to 
rigorous scientific examination. For what has to be questioned is 
not only this reactivated past but one’s entire relation to this past 
which, when it acts outside of the controls of consciousness, may 
be the source of a systematic distortion of evocation and thus of the 
memories evoked... (Bourdieu, 2003, p. 291)

A wide variety of genres of life narrative each portraying different modes 
and features (fifty two in all) are identified by Smith and Watson (2001, 
pp. 183-214) several of which parallel the approach taken here. In particu-
lar, the concept of Bildungsroman emphasises life’s journey and how indi-
viduals learn about the nature of the world, discover meaning and pattern, 
acquire a philosophy of life and re-evaluate assumptions. Bildungsroman, 
more recently, has been used by women to consolidate their rights to iden-
tity and a place in public life (ibid.). Indeed in Bildungsroman the values of 
the social order become apparent in the assessment by the central character 
of her/his place in society. 

While Bildungsroman emphasises life’s journey, ‘autoethnography’ or ‘an-
thropological autobiography’ has at its centre power relations and the social 
context in which they are produced. Thus, autoethnography tells about a 
culture at the same time as about a life. Indeed Reed-Danahay argues that 
the autoethnographer is a boundary-crosser who seeks to ‘rethink’ the re-
lationship between autobiography and ethnography. Autoethnography is 
thus defined as:
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…a form of self-narrative that places the self within a social context. 
It is both a method and a text, as in the case of ethnography. 
… This type of autobiography is quite different from the more 
standard approach criticized by Bourdieu (1986), in which the 
autobiographer divorces the life trajectory from social constraints. 
 (Reed-Danahay, 1997, p. 9)

Professional autobiographical narrative has been chosen, therefore, for the 
insights it can bring to a single professional journey through a significant 
period of time and into a study of ‘one’s own group’. It also enables reflec-
tion on professional rationale for undertaking research, which has proved 
helpful at a personal level. 

Method
The professional autobiographical story of emerging interests, career path-
ways, professional relationships and critical incidents within a changing 
higher education environment affected by the rapid advancement of new 
technologies – is narrated as simply and as accessibly as is possible. The em-
phasis is more on education and public life and experience, rather than on 
the private. However, recalling appropriate and relevant events and find-
ing an appropriate language form and style to describe them has provoked 
concerns typically associated with those of women writing autobiography. 
These include the place of the ‘I’ as the daughter, wife and mother and the 
possible consequences of the constructed account to the writer, reader and 
lives of others (Heilbrun, 1989; Anderson, 1997; Smith and Watson, 2001; 
David, 2003; Townsend and Weiner 2009/2010 forthcoming). So, in at-
tempting to portray personal, historical and professional events which may 
validate or challenge more generalised or accepted viewpoints, the autobi-
ography has necessarily to be approached with caution. 

The initial narrative was written in order to capture and truthfully re-
call significant events. However, narrated memory is an interpretation of 
the past drawn ‘from fragments of experience that change over a period of 
time’ (Schacter, 1996, in: Smith and Watson, 2001, p. 16) and is based on 
how we memorise events (Smith and Watson, 2001). As such we select and 
organise them into a complex construction that becomes ‘the’ story of our 
lives. Erixon asserts that such writing is but a fiction: 

…all history writing becomes a type of linguistic fiction, a coded, 
written artefact representing past structures and processes.
 (Erixon, 2002, p. 26)
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The events are made into a story by suppressing or subordinating certain 
events and highlighting others, by characterization, motif repetition, vari-
ation of tone and point of view, alternative descriptive strategies, and the 
like – in short, the techniques that we would normally expect to find in the 
plot of a novel or play. (ibid., p. 27)

In this case the fragments were consciously selected to give a sense of 
habitus, history, change and development. It also became clear that I had 
instinctively omitted particular periods of my life that I considered unim-
portant (to the story) and instead focused on what I clearly considered to be 
relevant and critical events. The narrative is structured into four ‘life history’ 
phases and covers two educational periods which I judge to be particularly 
important in terms of revealing the events which shaped my professional 
habitus and disposition and which also map my professional journey and 
capital, accumulated over a period of time. 

The process was consciously reflexive and iterative. That is to say, the origi-
nal narratives were expanded, refined and analysed to address Bourdieu’s ar-
gument that the researcher should take into account his or her own position 
and habitus, be self-critical and include individual reflections. Thus, despite 
attempts to represent other positions, the narrative constitutes a personal 
testimony and therefore can be neither neutral, objective nor distanced. 

A selection of my published work (see Appendix VII) is interwoven with 
the autobiographical narrative to provide windows on different phases of 
professional activity. The papers were chosen because they explore relation-
ships between the various activities of new professionals such as teaching, 
learning, scholarship, new technologies, pedagogy and professional devel-
opment and change. The papers are embedded in practice, seek to link 
theory with practice and illustrate various approaches taken to scholarly 
activity and professional development. Most importantly, they represent 
the perceptions and practices of an individual new professional (myself ) 
as a teacher, researcher, educational developer and learning technologist. 
The papers, some of which draw on small scale empirical studies, seek also 
to illustrate practices set within and between different professional com-
munities and professional cultures. They focus on what I considered at 
the time to be critical incidents or key phases of my professional develop-
ment. Thus whilst the context of each paper is different, they all have at 
their core questions about collaborative learning and working and the use 
of new learning technologies. They also reflect what has become clear to 
me over a period of 20 years working with new technologies, that although 
technologies change, many questions and issues remain the same and are 
often repeated with each new wave of technological development. The 
texts, therefore, should also be seen as offering a sociological perspective, 
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filling ‘gaps’ in the literature and illustrating educational development and 
socially constructed events. 

It is hoped that the use of the texts and the positioning of the autobio-
graphical narrative, preceding the chapters on the new professionals (edu-
cational developers and learning technologists), will provide the reader with 
clues not only about the life of a new professional but also about the social 
world that shaped my approach as a researcher (Bourdieu, 2003).

In particular in deciding to use professional autobiographical narrative as a 
methodology I have tried as much as possible to tell my story truthfully; how-
ever I am also aware that my perceptions of events will differ from others. I 
have also tried as much as possible to protect the individuals involved (by e.g. 
anonymising names and titles). However, given the nature of the field, some 
may be able to identify institutions and even individuals.  I want to argue 
that, despite this, it is important that the story be told, not as an indictment 
of the practices of individuals or institutions, but as an illumination and il-
lustration of ‘new professional’ practices in UK HE (and elsewhere).

In-depth interviews
In-depth structured interviews were chosen as a means of exploring the 
research questions and as a key way of representing the experiences, prac-
tices, opinions and interests of agents working in the field and the variety 
of views and differences which constitute it. Ensuring consistency, struc-
ture and rigur are at the forefront of the interview process and the analysis 
of data (Schutz, 1964). Careful planning of the questions was thus at the 
heart of the quest to explore the logic of the two sub-fields within the con-
text of the changing university environment.

In-depth structured interviews are intensive interviews usually involving 
a small number of respondents. They are particularly useful when explor-
ing experiences, interests and beliefs, and whilst focused, they allow the re-
spondent space to explore issues at length, thus providing rich data which 
may form the basis of a deductive (thematic) or inductive (grounded) the-
ory used to identify emergent themes and concepts (Glaser and Strauss, 
1967). Whilst there has been much debate regarding the advantages and 
disadvantages of using deductive or inductive approaches in qualitative re-
search it is argued that the interplay between existing theory and emerging 
theory is a useful and important paradigm in qualitative research (Braun 
and Clarke, 2006). Thus a theoretical thematic approach was used as a 
foundational method of analysis. A theoretical thematic analysis draws on 
prior understanding and can be closely aligned with the research questions 
and used to identify and analyse themes and organise and describe themes 
in some detail (ibid.). Also following Bourdieu, the work of the researcher 
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is to collect, interpret and write up possible readings of the data and to ap-
proach the task with an objective, unbiased, critical view. Therefore whilst 
the theoretical thematic framework was used to explore the research ques-
tions and key themes which had emerged in earlier chapters an inductive (or 
grounded approach) was also used to identify additional emergent themes 
or clusters of issues which may deserve further attention and research. Thus 
a theoretical and thematic deductive-inductive approach was adopted as an 
overall methodology.

Both the questions and the analysis of the transcripts were framed by 
Bourdieu’s concepts of field, position, habitus and capitals (as discussed in 
chapter two). Furthermore, the questions were designed to explore themes 
which emerged from the autobiographical narrative and the literature re-
view. 

Moreover the in-depth interviews were subjected to a process of trian-
gulation. That is to say that patterns and irregularity which construct the 
position of the object of the research can be more accurately located if two 
or more views are directed towards it. Thus the review of literature on prac-
tice, the autobiographical narrative and the experiences and views of agents 
in the field are used here to identify common and contrasting features in 
order to construct meaning associated with the object of the research and 
the research questions. 

Method
The initial aim of the interviewing process was to select male and female 
practitioners who could be identified as having experience of one sub-field 
or the other. Clearly the objectification of practitioners is problematic and 
can be contested in terms of positioning. Nevertheless, for the purpose of 
this analysis and following the arguments of Schutz (1964) objectification is 
considered here to be a necessary approach to analysing complex social and 
cultural activity. Classification, is instead used as a starting point in explor-
ing a socially constructed ‘system of structured, structuring dispositions, the 
habitus, which is constituted in practice and is always orientated towards 
practical functions’ (Bourdieu, 1990, p. 52). Themes identified in the lit-
erature and the previous chapters were used to provide secondary criteria. 
Thus practitioners with experience of different practices, such as teaching, 
research, management and support and representation from different pro-
fessional associations and different generations were sought.

I used my knowledge of the field and recommendations made by other 
practitioners working in the field to identify potential interviewees. Each pro-
spective interviewee was contacted by email or phone to ascertain their will-
ingness to be interviewed. All who were approached agreed to take part. 
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Nine interviewees, five men and four women, with a range of experi-
ence reflected in the above criteria were selected from different universi-
ties in the UK. Six were classified as experienced practitioners with senior 
roles and three, at the time of the interview, were classified as newcomers 
to their respective fields. 

A timetable for the interviews was drawn up and a second email was sent 
out which included information about matters of confidentiality, anonym-
ity, and ethics as laid down by the British Educational Research Association 
(BERA) and consistent with the code of practice of the Swedish Research 
Council. Interviewees were also informed that their participation was volun-
tary and that they had the right to withdraw from the research at any time. 
Further information about the nature of the research topic and the follow-
ing list of themes which were to frame the interview were included: 
•	 background	education
•	 professional	route	(education,	career)	
•	 current	role,	practice	and	position	
•	 personal	views	of	‘the’	profession	and	field	
•	 extent	of	impact	of	new	technologies	for	learning	on	higher	education	

and academic practice
•	 relationships	between	educational	developers	and	learning	technolo-

gists 
•	 impact	of	research	and	scholarship	on	educational	development	and	

the use of learning technologies
•	 impact	of	funding	and	resources	on	educational	development	and	the	

use of learning technologies
•	 shifts	and	trends	in	HE	as	a	whole	and	the	impact	on	the	field,	sub-

fields and agents in the field
•	 current	and	future	challenges	and	personal	aspirations.

With the agreement of the interviewee, the first interview was treated as a 
pilot. The pilot interview was used to test the interview questions in rela-
tion to coverage, appropriateness and time allocation. It was also used to 
check style and approach. Following the pilot interview, a follow-up phone 
conversation took place with the respondent to clarify one or two points 
that were raised about the difficulties of particular questions. The pilot in-
terview led to some minor adjustments to the order and formation of the 
questions. Consideration was also given to the nature of the questions and 
the range of experience of interviewees in the field. Thus some minor ad-
justments were made for those who were new to the field. (For the inter-
view themes see Appendix IV)

Ensuring the best possible conditions in which to carry out the interviews 
was also an important consideration. However, as the interviews were face 
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to face, and as I was positioned as ‘the visitor’, in all cases, the interview-
ees selected the interview rooms. All locations and environments proved 
to be appropriate. An hour was allocated for each interview. It was neces-
sary on two occasions to complete interviews within an hour (due to local 
time constraints on the interviewees). Three interviews lasted an hour and 
the remaining four interviews ranged from 1 hour 15 minutes to 1 hour 
45 minutes. In each case all the themes were covered.

As the interviewer I was inclined, initially, towards taking a conversa-
tional approach to the interview process. That is to say that the interview 
is approached as a discussion, a sharing of ideas and views, ‘a building of 
trust and rapport’ (Gubrium and Holstein, 2001, p. 103). I particularly 
wanted to check my own understandings formulated through my analysis 
of the literature and through my participation as a member of the field in a 
particular social and cultural setting. However, being a member of the field 
and having a certain amount of ‘knowledge’ also raised a number of issues 
which prompted me to rethink my approach (Schutz, 1967). Bourdieu 
stresses the principle of reducing the exercise of symbolic violence in the 
interview process through active, methodical listening ‘an apparently con-
tradictory posture that is not easy to keep up in practice’ (translation in 
Schostak, 2006, p. 59). Nevertheless, I felt that the approach best suited to 
the situation was one of active listener. 

Thus the aim was to achieve a balance which combined an informal ap-
proach with pace and structure. To avoid intruding on the listening and 
‘telling space’ I decided not to take notes during the interview (Schostak, 
2006, p. 60). At the start of each interview I chatted informally with each 
interviewee and before starting the interview mentioned one or two things 
which I had included in the original letter such as the ethics and confiden-
tiality agreement. Each interview was concluded with a general question 
along the lines of ‘is there anything that you would like to add?’ or ‘is there 
anything that you feel I’ve missed?’ This final question drew rich respons-
es from most respondents. Indeed some identified particular frustrations, 
issues and concerns and some reflected on questions which they felt had 
been particularly challenging. 

The recording quality of all interviews was good. I transcribed all the in-
terviews myself. One respondent requested a copy of the transcription ‘not 
for checking purposes’ – but for their own reflection, as ‘being asked things 
in a different way challenges you to think differently’ (respondent). 

In writing up the analysis, the coding of quotations is based on the ini-
tial criteria used to select interviewees (discussed earlier). However it was 
also adapted and expanded to take into account the multidisciplinary na-
ture of the sub-fields and a certain amount of repositioning which came 
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through from the respondents at the start of the interviews. For example, 
one respondent who was initially chosen because her work involved the use 
of learning technologies repositioned herself as ‘a hybrid’, whilst another 
respondent positioned himself as an ‘educational developer’, although his 
current role and extensive experience of using learning technologies could 
also lead to him being categorised as hybrid. Thus, for the purpose of this 
analysis the classification of hybrid is introduced into the coding of quo-
tations as a third grouping. Indeed it reflects the interrelated nature of the 
practice that is at the heart of this analysis. 

The coding of quotations is based on the following criteria:
M  denotes Male
F   denotes Female
1  denotes substantial experience in the field or sub-field 
2   denotes relative newcomer to the field or sub-field 
ED denotes practices which primarily focus on teaching and learning 

and which may be signified by current job title or prior experience 
LT   denotes practices which primarily focus on working with learning 

technologies and which may be signified by current job title or prior 
experience

H   denotes practices which are primarily a hybrid of the previous two 
categories and which may be signified by current job title or prior 
experience.

For example, a quotation from an experienced female respondent with ex-
perience of working in educational development is coded as follows: F1ED. 
A quotation from a male respondent new to the sub-field of learning tech-
nology is coded as: M2LT.

Tags and identifiers used in quotations are as follows:
…  placed at the start or end of a piece of text denotes the contin-

uation of a sentence
… …   placed within a piece of text denotes a pause for thought
[……] denotes that a section of text has been removed
[the VLE] denotes researcher’s text used to replace the original. This may 

be used to protect anonymity.

As mentioned earlier a theoretical thematic framework was used to search 
for themes in the transcripts. The analysis of each transcript and the de-
velopment of the framework aimed to be reflexive and iterative. Indeed as 
each transcript was carefully read, re-read and analysed, the construction of 
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the thematic framework followed Bourdieu’s description of a hermeneutic 
circle (discussed in chapter two). Thus, as new themes emerged or were 
clustered and as new knowledge and new understandings took shape, the 
framework was amended accordingly. The theoretical and thematic frame-
work used for the analysis can be found in Appendix V. 

Chapter eight, which includes the analysis of the in-depth interviews, has 
been structured to follow the Bourdieun theoretical framework. However, 
the emergent themes are used as subheadings to hold meaning and reflect 
the sense of my analysis for the reader. The themes are elaborated in the 
voices and experiences of the respondents who, as ‘knowing agents’, have 
particular roles and are engaged in particular practices. Thus it is hoped 
that the analysis captures and maps a multiplicity of views and highlights 
and illuminates some of the struggles in the field. 

Summary 
The methodology and methods discussed in this chapter present a partic-
ular approach that draws on Bourdieu’s concept of the ‘logic’ of the field. 
While the methodology and methods have been selected to construct, de-
fine and determine the sub-fields of educational development and learn-
ing technology, the integration of the theoretical, conceptual and thematic 
frameworks and the systematic and structured approach taken has been 
used to guide the analysis. 
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Chapter 4. Overview literature and key 
themes    
Introduction
This chapter provides an overview of the global, national and local factors 
concerning the emergence of educational developers and learning technol-
ogists as new professionals in UK higher education in the 1990s (Gornall, 
1999; Beck, 1999). The chapter highlights public debate on the nature of 
change in higher education, the significance of the increased pace of tech-
nological change and the impact of new technology on policy and practice. 
It further discusses a key set of relationships for this thesis: that between 
research, practice and the use of new technology. Finally, it explores the na-
ture of professional identity and the position of educational developers and 
learning technologists as new professionals within higher education. 

The period covered by this thesis (from 1990 to the present) sits within 
a longer time frame of change in UK higher education (Deem, 2004). It 
is a period characterised worldwide by the massification of the higher edu-
cation system, increasing impact of globalisation and internationalisation, 
increased competition between higher education institutions, application 
of new technologies, and the introduction of new modes of knowledge 
production and new forms of management practices (Scott, 1995; Clark, 
1998; Gibbons, 1998; Bleiklie and Kogan, 2000; Becher and Trowler, 2001; 
Deem, 2006). Thus, Hanna refers to the start of the new millennium as 
a ‘critical pressure point’ where demand for learning combined with ‘ac-
celerating advances in digital communications and learning technologies’ 
are challenging ‘dominant assumptions and characteristics of existing tra-
ditionally organised universities in the 21st century’ (Hanna, 1998, p. 66). 
 Others likewise suggest that the crucial change for the university sector was 
the appearance and the coming together of different factors, most especially 
new technologies. Gibbons, for example, argues that collaboration between 
knowledge producers and the use of ‘new information and communica-
tion technologies’ were central to achieving a distributed knowledge pro-
duction system (Gibbons, 1998, p. i). However, though new technologies 
were mostly seen as exciting, emancipatory and empowering, some viewed 
their introduction more critically, as mainly profit-driven and prioritising 
educational entrepreneurialism and the free market over academic learning 
(Slaughter and Rhoades, 2004). 

The changing higher education landscape
As we have seen, the Robbins Report set the agenda for change in UK higher 
education in the 1960s by recommending the expansion of the university 
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sector. The Jarratt Report (1985) identified the need for universities to pro-
vide evidence of how public funds were being spent, thus setting an agenda 
of accountability. Reports followed focusing on academic standards (Rey-
nolds, 1986), an expanded higher education system and the role for technol-
ogy (MacFarlane, 1992), library provision (Follett, 1993), modularity and 
credit transfer schemes (Robertson, 1994) and the impact of programmes 
promoting the use of ICT in higher education (Atkins, 1998). 

Towards the end of the 1990s in the UK, policy trends were set in mo-
tion that were to profoundly influence the purpose, shape, size, management 
and funding of higher education in the UK. Well into the millennium the 
main impetus for change came from the National Committee of Inquiry 
into Higher Education (NCIHE, 1997, known as the Dearing Report, tak-
ing its name from its Chair). The Dearing Report approved of the fact that 
universities were working more closely with business and with economic 
policy, but called also for higher education institutions to widen participa-
tion and focus on the needs of students; in other words to ‘harness the in-
frastructure, together with high quality materials and good management, 
to meet the needs of students and others’ (NCIHE, 1997: 41. 67). In order 
to achieve this aim, Dearing suggested that senior management needed to 
be more creative, i.e. ‘take an imaginative leap’ in order to develop strate-
gies which would bring about institutional change (ibid., 41. 66). It further 
identified a key role for higher education as sustaining a ‘learning society’ 
which necessitated, among other things, fundamental change in attitudes 
towards teaching (see sections 23 and 33 of the report below).

23. In the light of these national needs, we believe that the aim of 
higher education should be to sustain a learning society. The four 
main purposes which make up this aim are:
•	 to	inspire	and	enable	individuals	to	develop	their	capabilities	to 
 the highest potential levels throughout life, so that they grow  
 intellectually, are well equipped for work, can contribute effec- 
 tively to society and achieve personal fulfilment; 
•	 to	 increase	 knowledge	 and	 understanding	 for	 their	 own	 sake	  
 and to foster their application to the benefit of the economy  
 and society; 
•	 to	 serve	 the	 needs	 of	 an	 adaptable,	 sustainable,	 knowledge- 
 based economy at local, regional and national levels; 
•	 to	play	a	major	role	in	shaping	a	democratic,	civilised,	inclusive 
 society. (Ibid., Section 23)

33. There must, therefore, be a radical change in attitudes to  
teaching. (Ibid., Section 33) 
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Further Dearing drew attention to the importance of changing staff roles, 
new and more flexible working patterns and professional development. 
Thus the report emphasised the importance of universities developing both 
a management strategy and an ICT strategy, each responsive to the needs 
of staff, students and other institutional ‘stakeholders’. Accordingly, profes-
sional development was seen as a critical factor and it was recommended 
that all institutions should ‘review and update their staff development poli-
cies to ensure they address the changing roles of staff ’ (NCIHE, 1997: 47). 
The report aimed to set the scene for change and enhance development of 
strategies and initiatives at all levels of university practice. 

Echoing Dearing, a ‘landmark’ speech made in 2000 by David Blunkett 
(2000, section 8-12), then Secretary of State for Education and Employ-
ment in the UK, asserted that universities were to be ‘the powerhouses of 
the new global economy’. The ‘Greenwich Speech’, as it became known, 
was a landmark speech because it provided the most comprehensive view 
yet of higher education in the process of change, and it also highlighted 
the relationship between globalisation, higher education and the knowl-
edge economy (Clegg, Hudson, and Steel, 2003). The minister drew atten-
tion to the significant changes that technological progress and competition 
within higher education would bring, and sought to link universities to ‘in-
novation and ideas, skills and knowledge’. Crucially, higher education was 
to be re-positioned at the centre of these developments and ‘at the heart of 
the productive capacity of the new economy’. Other politicised discourses 
surrounding higher education at the time, for example the Bologna Decla-
ration (1999), set a similar social, cultural and scientific agenda for higher 
education across Europe. Expectations were high in terms, for example, 
of ‘the arrival of the knowledge economy’ and learning as ‘big business’. 
Indeed Blunkett argued that the ‘shape, structure and purposes of higher 
education’ were ‘undergoing transformational change’ not only in the UK 
and Europe but across the world (Blunkett, 2000). 

The importance of knowledge growth, knowledge exchange and innovation 
is further highlighted in the European context by the European Commission 
and its creation of the European Institute of Technology (EIT), (now named 
European Institute of Innovation and Technology), which is to be responsible 
both for inspiring change in existing institutions and for offering the private 
sector a new integral relationship with higher education and research (EIT, 
2007). Barroso, (2005, p. 3) the president of the European Commission, 
identifies in particular ‘education, research and innovation as the engines for 
sustainable growth’ and the EIT, through its networks, as tearing down ‘the 
walls between research, education and business’ and unlocking Europe’s po-
tential for innovation (Barroso, 2006, in: Communiques De Press). 
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Similarly, Richard Straub (2006), Chairman of the European eLearning 
Industry Group, strongly represents the interests of the business sector by 
welcoming opportunities for social and business innovation such as new 
business and pedagogical models and by interpreting the repercussions of 
globalisation on higher education as challenges based on increased compe-
tition made possible by new technologies. Straub thus advocates the use of 
learning technologies to transcend traditional ways of learning and for Eu-
ropean educational institutions to be open and to collaborate in a jointly-
managed ICT infrastructure. Cost efficiency is another advantage of the 
new technologies cited by Straub.

The growth of new technologies continues to be viewed both nationally 
and globally as vital in collaborative and competitive interchanges that have 
been emerging between universities and the knowledge society. Meanwhile, 
as financial pressures on universities have increased and university funding 
models have changed, new technologies have been ‘harnessed’ to position 
universities in the knowledge economy.

However, universities faced tensions and contradictions in what they were 
being asked to do, i.e. respond to local needs and at the same time attract in-
ternational students, collaborate and at the same time compete in the global 
economy, be more open at the same time as more aggressively competitive, 
and contribute to knowledge production at the same time as being asked 
to commodify, market and disseminate knowledge. International competi-
tion, the tightening of relationships between governments and multinational 
companies and the creation of new environments for university research 
were interpreted either as creative in terms of new opportunities available 
or as disruptions to existing academic life. Clark (2000, p. 12) argued for 
example that globalisation and ‘knowledge growth’ is ‘the most troubling 
trend’ which profoundly affects the nature of university work.

The globalization of knowledge propels its growth at an accelerating 
pace, rattling universities to their very foundations. [...] Assaulted 
by knowledge differentiation, “renaissance” scholars – broad in 
their command of scholarship – are becoming an endangered 
species. Entire universities and departments cannot keep up … 
curricular uncertainty is becoming a way of life. (ibid.)

Thus, higher education world-wide is currently being shaped by a stream of 
political and economic agendas and travelling policies, with new technolo-
gies playing an increasingly important role in binding them together.
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Moves towards operational competence
Emphasis on the knowledge economy and business models for higher ed-
ucation in the UK was accompanied by shifts of power in terms of man-
agement and ‘operational competence’. The latter is interpreted as an ac-
ceptance of the situation as it is whilst seeking to produce more effective 
operations within it (Barnett, 1997; Becher and Trowler, 2001). This sec-
tion highlights the impact of such shifts in terms of the value, nature and 
purpose of university work.

Fairclough (1995) points to the cultural consequences of knowledge com-
modification and commercialisation and their negative impact on the so-
cial reconstruction of universities (see also Coaldrake and Stedman, 1999; 
Henkel, 2002, 2007). Similarly Becher and Trowler (2001) are critical of 
the increased presence of competition and the orientation towards client 
and market needs. Ramsden (2003, p. 4) suggests that it signals a funda-
mental shift in values, and that the intrinsic values of university learning 
and scholarship are being compromised by pressures on higher education. 
While Henkel (2002, p. 29) contends that there remains a commitment 
to academic values even if universities ‘like commercial organisations’ are 
having to find their way in global, regional and local markets. 

One aspect of this package of changes is the forms of public management 
introduced into higher education including increased emphasis on public 
accountability, finance and academic performance (Becher and Trowler, 
2001; Deem, 2004). Thus corporate strategies emphasise devolution of re-
sponsibility to departments or units at the same time as mechanisms are 
sharpened to assure centralised control and increased accountability. Such 
changes in management practices are thus interpreted as prioritising oper-
ational competence. Such moves it is argued affect core values, power rela-
tions and discourse and signify a ‘slide to performativity’ (Barnett, 2000a). 
Ball (2003, p. 215) defines performativity as a ‘new mode of state regulation’ 
which requires ‘individual practitioners to organize themselves as a response 
to targets, indicators and evaluations’. It is a phenomenon that can be seen, 
for example, in the use of league tables and various types of ‘inspection’ and 
as a ‘new currency of judgement’ (Ball, 2005, p. 18).

New technologies: implicated in the struggle
A central argument of this thesis is that the impact of the new technologies 
on higher education has been seismic with academic practice increasingly 
influenced by policies involving technological trends for example ‘e-learn-
ing’ (DfES, 2003a; de Freitas and Oliver, 2005). This section highlights 
the impact of new technologies on higher education policy and provides a 
critical overview of the debate and tensions thus generated.
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The cost of the introduction of technology has been a concern for uni-
versity budget managers for some time and increasingly so recently with its 
association with new business models and cost savings. Recommendations 
for ‘an industrial model’ for the ‘development and implementation’ of new 
technology in education were made as early as the mid-1990s, as we shall 
see in chapter five, (National Council for Educational Technology, 1994, 
p. 5). Only a few years later, claims were made that technology could trans-
form education at a global level and represented a ‘paradigm shift’ in think-
ing about higher education (Gibbons, 1998; Wiley, 2000). 

Thus the Dearing Report, as already noted, identified communication 
and information technology as central to improving the quality and flex-
ibility of higher education and its management, and also suggested ‘scope 
for a reduction in costs’ (NCIHE, 1997: 36. 65). Accordingly, the Report 
urged higher education institutions in the UK to establish ‘overarching com-
munications and information strategies’ by the end of the 1990s (NCIHE, 
1997: 41). At about the same time, other national and European-funded 
programmes were initiated to encourage the use of information and com-
munication technology both to enhance learning and to increase collabo-
ration between educational institutions. For example in the UK the Teach-
ing and Learning Technology Programme (TLTP, 1992-2000) encouraged 
higher education institutions to collaborate on the production and use of 
electronic resources, whilst in Europe, the Socrates programme supported 
a number of collaborative projects in teacher education and the Leonardo 
da Vinci programme promoted vocational training and collaboration in IT 
across different sectors (see also chapter five). Many of these pioneering (ex-
perimental or, in terms of current discourse, innovative) projects explored 
the potential of new technologies to support teaching, learning and com-
munication, with their success being largely dependent on the creativity of 
enthusiastic participants (Taylor, 1998). 

By the start of the millennium, however, the development of new tech-
nologies and communication and information strategies in UK higher edu-
cation seemed driven less by the curiosity and creativity of teachers and more 
by ‘neo-managerialism’ (Clegg, Hudson, and Steel, 2003) and the heavy 
steering of initiatives. This was interpreted by Becher and Trowler:

...steering at a distance through devolution of responsibility 
within strict parameters, carefully monitoring staff and cost centre 
outcomes and control through fostering internal competition.   
 (Becher and Trowler, 2001, p. 10)
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Becher and Trowler further suggest that such steering requires a highly cen-
tralised approach which involves ‘the development of corporate strategies, 
strong central management teams, a proliferation of cross-institutional sup-
port, units concerned with quality assurance, teaching and learning, staff 
development and so on’ (ibid., p. 11). This view is also reflected in Clark’s 
(1998) notion of the ‘entrepreneurial university’ which emphasises the 
transformation of universities through university units working together 
to bring about change.

Thus, compelled to adopt new business models and information and 
communication technologies, universities began to utilise the potential of 
technology not only to explore its use to support teaching and learning but 
to enhance business imperatives (or ventures) and operational activity. In-
deed, e-learning was assumed to be ‘an essential element in delivering higher 
education efficiently and effectively to a diverse, mass audience’ (Conole, 
et al. 2007, p. 70). Institutions moved to position themselves as deliver-
ers of ‘e-learning’ – a term currently sitting alongside other concepts such 
as ‘technology-enhanced learning’ (TEL). Indeed ‘open and flexible learn-
ing’, ‘distance education’, ‘blended learning’ and ‘mobile learning’ are all 
terms associated with the use of technologies in higher education. However, 
while such concepts emerged and were largely embraced, and as each new 
wave of technology was introduced and ‘hyped’, cautionary arguments of-
ten went unnoticed (Ely and Plomp, 1986). Thus, little time has been left 
for critical reflection which has resulted often in ’uncritical acceptance’ of 
technological solutions and insufficient exploration of fundamental ques-
tions of purpose (Clegg, Hudson, and Steel 2003, p. 48)

With the introduction of Virtual Learning Environments (VLEs) and 
Learning Management Systems (LMSs), there was a perception that in-
formation technology would streamline labour-intensive university proce-
dures such as registration, course delivery and the tracking of students on 
courses. This perception enhanced institutional and administrative agen-
das and contributed to the increasing treatment of university practice as a 
commodity that can be bought and sold, i.e. commodified. Indeed, Oliver, 
et al. (2007, p. 36) argue that ‘technology is thoroughly implicated in the 
commodification of knowledge’, including the treatment of the student as 
customer and the production of ‘learning objects’ in the form of deliverable 
‘chunks of learning’ (Williams, 2004, p. 305). Williams describes learning 
objects as ‘the commodities of e-learning’ which provide ‘a new and effi-
cient common currency for teaching and learning’ (ibid.). Wiley (2000) is 
more positive, associating learning objects with ‘reusability’, ‘generativity’, 
‘adaptability’ and ‘scaleability’, and having implications for ’the way mate-
rials are designed, developed and delivered’ (ibid. p.3). Thus, the discourse 
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on reusable learning objects (RLOs) (a term which has many definitions 
but essentially means easy access to digital learning resources) is part of the 
wider marketisation of higher education which aims to re-define the work of 
academics within a highly politicised process (Oliver, 2005; Land, 2006).

If new technologies in higher education are designed primarily to en-
hance consumerism, ‘scaleability’, and knowledge as a commodity, this will 
necessarily move universities further in the direction of performativity and 
technocentric dominance. However, as we have seen, new technologies have 
also been viewed as enhancing accessibility to learning opportunities and 
open educational resources and expanding the possibility of connectivity 
(Naeve, et al., 2005; Daniel, et al., 2006). Concern to establish norms of 
performance and assessment has sought to homogenise quality, compatibil-
ity, and transferability in higher education, through development of a range 
of academic and open technological standards. In the latter instance, these 
have included open source and open international ICT standards (Naeve, 
et al., 2005), Quality Assurance Standards in the UK (QAA) and the har-
monisation of higher education qualifications across Europe through the 
European Credit Transfer and Accumulation System (ECTS). However, 
aspirations for wider access, greater flexibility and transferability, and dif-
ferent perceptions of standardisation and quality assurance have generated 
tensions too; for example, between standardisation perceived primarily as 
regulatory and therefore concerned with establishing limitations and norms 
and standards viewed primarily as providing a uniformity that allows for 
wider access and greater flexibility. 

Thus, Daniel, et al. (2006) in discussing the global profile of higher edu-
cation interpret increased access to education through e-learning as benefit-
ing millions world wide, particularly in developing countries, while others 
point to the dangers of consumer-led commodified systems of learning. 
Naidoo (2005), for example, is critical of consumer-led approaches because 
they encourage, among other things, superficial learning by:

…transforming learning into a process of selecting, consuming 
and reproducing an unconnected series of short, neatly packaged 
bytes of information. More importantly the learning dispositions 
inculcated may encourage surface rather than deep processing 
(Ramsden, 1998) and hinder the development of higher-order 
skills required for autonomous learning and lifelong learning.  
 (Ibid., p. 32)

This offers a contrast to the perception that technology can stimulate de-
velopment of skills in analysis, reasoning, and critical judgements (New-
man, et al., 2004).
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In summary, the literature suggests that new technology in universities is 
political in the sense that it has become increasingly associated with pow-
erful business and commercial agendas. Later, we shall examine how this 
association, as well as the affordances or benefits offered to teaching and 
learning, have introduced challenges and tensions to the work of universi-
ty educators. It is suggested that discourses such as those generated by new 
managerialism generate moments of struggle, particularly in relation to ac-
ademic freedom, which have implications for how educational developers 
and learning technologists function and feel about their work. 

New professionals: new scholarship 
The relationship between research and practice has been described as the 
‘nexus’ that underpins every aspect of university life (Brew, 2003a; 2003b). 
Engaging in scholarship is one way of bringing research and practice to-
gether and at the same time responding to changes in contemporary society 
(Boyer, 1990; Schön, 1995; Brew, 1999; Andresen, 2000b; Elton, 2005). 
This section explores the relationship between research and practice, and 
the various discourses related to new scholarship. 

New forms of scholarship have been an important aspect of the work of 
educational developers and central to debate regarding teaching and learning 
in the changing university (Boyer, 1990; Trigwell, et al., 2000; Andresen, 
2000b; Elton, 2001; Macdonald, 2003; Shulman, 2005; Huber and Hutch-
ings, 2005). Thus, it is argued that new forms of scholarship are adopted 
by new professionals. 

The concept of scholarship has been largely associated with techni-
cal rationality and efforts involved in the creation and testing of scientif-
ic knowledge in the modern research university (Schön, 1996). However, 
what has become known as ‘new scholarship’ is most commonly associated 
with strengthening the relationship between research and academic prac-
tice through new forms of reflective action research (ibid.). The shift in 
higher education from an elite education to a mass education system has 
prompted a variety of creative approaches to scholarship. For example, in 
the early 1990s in the USA, as we have seen, Boyer stimulated debate re-
garding new ideas about scholarship and its changed role in contemporary 
higher education (Boyer, 1990). Boyer’s view was that university education 
needed to change to reflect a more diverse contemporary society. Thus, as 
universities in the USA struggled to meet those demands Boyer broadened 
the view of scholarship, mainly by applying it to interactions between stu-
dent and teacher and by reflecting on the relationship between research and 
academic practices more broadly. 
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Boyer coined the term ‘new scholarship’ in his seminal text Scholarship 
Reconsidered: Priorities of the Professoriate, to signify the broadening of the 
conventional definition of scholarship which was seen as too narrow and 
abstract (Campbell, 1991). Boyer raised these concerns at a time when 
higher education in the USA was expanding, though contradictorily the 
‘faculty reward system narrowed’ to reward traditional subject-based re-
search (Boyer, 1990, p. xi). Colleges, universities, teaching staff and inevi-
tably students, were caught between these competing trends. Thus, Boyer’s 
scholarships were developed to encourage a shift in perceptions about uni-
versity teaching away from the prior research-led elite system to a practice-
led mass system of higher education. This was also a time of diminishing 
financial resource, so by reconsidering the meaning of scholarship Boyer 
took the opportunity to campaign for a university education which would 
meet the needs of contemporary society. Boyer’s four new ‘scholarships’: of 
integration, discovery, application and teaching were evaluated as ‘thoughtful 
and thought-provoking’ approaches to addressing concerns about university 
practices and the role of the teacher, in particular in the USA (Campbell, 
1991). Boyer thus identifies a broad diversity of functions that universi-
ties perform and in so doing, considers also the role of the teacher, quality 
of teaching, the relationship between teaching and research, staff time and 
professional recognition. 

Others also focused on the relationship between scholarship, personal 
development and collective professional improvement. For example, Schön 
(1995) draws on action research methodologies to introduce an epistemol-
ogy of reflective practice to institutions of higher education ‘dominated by 
technical rationality’. Andresen (2000b) likewise interprets scholarship as 
teaching which emphasises critical reflectivity, peer scrutiny and inquiry. 
Elton (2005) meanwhile sees scholarship as learning in research mode and 
as a means to develop critical understanding of the teaching and learn-
ing process. However, Kinchin, et al. (2008) question the impact that the 
scholarship of teaching and learning has had on making pedagogical prac-
tice more visible. The need to encourage more critique is a further point 
made by Kreber.

...the academy needs to begin to ask more critical questions if the 
scholarship for teaching movement is to have a lasting, positive and 
practical impact on our colleges and universities, as well as on the 
wider society. (Kreber, 2005, p. 391)

We shall see as we progress through this thesis that while scholarship fea-
tures in the discourses of new professionals there remains much debate 
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surrounding the relationship of research to scholarship and notions such 
as new scholarship and scholarly activity (Schön, 1995; Brew, 1999; An-
dresen, 2000b; Elton, 2001; Diamond, 2002; Kreber, 2005; Savage and 
Betts, 2005; Kinchin, et al., 2008). 

New knowledge: learning technologies, gaps and division
Learning technologies have been pervasive in academic practice though 
are often seen as the exclusive domain of learning technology specialists. 
This contradiction has fostered differing attitudes and approaches to criti-
cal engagement with new technology in higher education as we shall see 
in this section.

We have already seen that policy advisers and academics have drawn at-
tention to the impact of technology on education and society in general 
since the 1990s, highlighting in particular the need for effective technolo-
gies in higher education (Laurillard, 1993; Daniel, 1996; NCIHE, 1997; 
Hanna, 1998; Gibbons, 1998). The blurring of boundaries between re-
search, teaching and technology was proposed by John Daniel (1996) as 
Vice-Chancellor of the Open University in the mid-1990s. The emphasis 
on research, teaching and technology reflects the Open University’s prima-
ry concern with distance learning and the use of information and commu-
nication technologies to support university teaching and learning. Daniel 
stressed the importance of scholarship, intellectual challenge and research 
activity in developing approaches to learning and teaching which use new 
technologies. Rapid technological innovation in the 1990s further prompt-
ed debate on the importance of research into new technologies for teaching 
and learning. For example, Shephard (2004) stressed the concerns of uni-
versity teachers regarding pressure to use ICT in advance of both adequate 
research on the pedagogies needed, and appropriate support for develop-
ment. Land and Bayne identified ‘a new media’ age as provoking research 
into different pedagogical cultures:

The technological paradigm shift with which we are engaged – 
viewed by many as heralding a new media age – is prompting us to 
reconsider the very basis upon which we understand how pedagogical 
cultures operate within institutions of higher education.
 (Land and Bayne, 2005, p. 1) 

More recently, Oliver, et al. (2007) emphasise the increasing importance 
of the nexus between knowledge, technology and society, and Conole and 
Oliver (2007) argue for a more sophisticated account of the relationship 
between technology and change.
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However, it remains difficult to find research or debate that critically ex-
amines the ubiquity and impact of new technologies on university practice. 
Indeed Selwyn argues that the literature all too often fails to engage with 
the wider socio-cultural concerns.

 
Thus educational technology remains a marginalised area of 
educational studies – discussed for the most part in its ‘own’ 
publications, by its ‘own’ proponents, on its ‘own’ terms. 
 (Selwyn, 2006, p. 417)

If this assertion is valid, questions concerning the underlying motivations 
for such marginalisation might be asked, particularly as one might expect 
everyone involved to agree with Land (2004, p. 7) that ‘the growing role 
of educational development in higher education has to be set against the 
continuously dynamic state of technological development’. Indeed the first 
edition of Laurillard’s (1993) book, Rethinking University Teaching: A Frame-
work for the Effective Use of Educational Technology had much to say on the 
broader impact of new technology on university practice. However, more 
recently, while Naidoo (2005) raises critical questions about ‘commodified’ 
and consumer-led approaches to university education in Barnett’s (2005), 
Reshaping the University: New Relationships between Research, Scholarship and 
Teaching, it could be argued that authors of other chapters mention tech-
nology but do not engage fully with challenges that come from the com-
bined influences of globalisation, university massification, the ‘learning 
economy’ and the use of new technologies. (see Scott, in: Barnett, 2005, p. 
62; Macfarlane, in: Barnett, 2005, p. 174; Peters and Olssen, in: Barnett, 
2005., p. 41). Similarly in the USA Huber and Hutchings (2005) also ig-
nore the impact of new technologies on the daily life of university staff in 
their discussion of the place of scholarship, teaching and learning in higher 
education. Thus, whilst they refer to a ‘burgeoning interest in technology’ 
they do not engage with the implications for university practice, only go-
ing so far as to signal a divide between ‘technology people’ and ‘most aca-
demics’ (ibid, p. 100). 

Others, however, have engaged more assertively and positively with how 
new technologies are used in everyday university practice, for example, by 
adopting an integrated or multi-disciplinary approach and/or involving col-
leagues across different communities of practice. For example, Fraser (2005) 
explores relationships between educational development and decision-
making about IT infrastructure in modern universities (see McNaught, in: 
Fraser, 2005, p. 108). Similarly, Land and Bayne’s (2005) collection, Edu-
cation in Cyberspace, draws on different theoretical perspectives to explore 
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wide-ranging and meaningful ways of theorising the contexts and cultures 
of higher education and new technologies. Their argument is that whilst 
there is an abundance of literature focusing on technical and operational is-
sues, relatively little exists on the broader social and cultural contexts within 
which new technologies for learning are placed. 

However, it is important to draw attention to the wide range of journals 
in which research on teaching and learning and the use of new technolo-
gies is published.6 Such a broad range of well established journals suggests 
that many practitioners from different subjects and disciplines have been 
researching on teaching and learning and new technologies in a wide range 
of socio-cultural contexts over a considerable period of time. Furthermore, 
conferences have also provided a platform for university researchers and prac-
titioners to share their observations relating to new technology. Nevertheless 
as we shall see, different professional groupings tend to restrict themselves 
to particular sets of publications, conferences and professional associations, 
a social phenomenon that contributes to the marginalisation of groups and 
communities mentioned by Selwyn at the start of this section. 

There is also evidence that tensions and divisions are being exacerbated 
further by differing perceptions of research and scholarship, and continu-
ing struggles over epistemology; evident in dismissive and pejorative views 
of previous work such as a ‘plethora of crude ideas about its potential’ (Pel-
letier, 2005, p. 11). Such a perspective could be interpreted as elitist which 
sets itself apart from the majority of practitioners. 

New professionals: autonomy or control?
We have seen that technological innovation and technological change have 
gathered pace over the time-frame of this thesis. Barnett (2003, p. 38) de-
scribes present life in universities as ‘turbulent and uncertain’ and that over 
time the effects of external pressures have introduced ‘a particularly intracta-
ble set of challenges’. Daniel, et al. (2006) refer to a ‘tectonic shift in higher 
education’. This symbolism implies formidable disruptive movement over 
a short period of time. Moreover, such ‘formidable’ change is inextricably 
linked it seems, to the emergence of new forms of professionalism. This sec-
tion highlights the emergence of new forms of professionalism in universities 
and of educational developers and learning technologists in particular.

6  For example, British Journal of Educational Technology; Journal of Computer Assisted 
Learning; Association for Learning Technologies Journal; Learning Media and Techno-
logy; Distance Education; Technology, Pedagogy and Education. See also the wide 
range of journals listed at TLRP/TEL website http://www.tlrp.org/tel/journals/.
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The parallel emphasis on strategies to support more students from diverse 
backgrounds, and the interest in the use of information and communication 
technologies to support different approaches to learning, in turn, sought 
different skills on the part of university tutors. As a result tutors adopted 
‘new’ hybrid roles which included the manager-academic. Such roles, re-
flected the decline of the traditional academic and the emergence of ‘effi-
cient’ management derived from the private sector (Deem, 2004, 2006) as 
well as the ‘information professional’ working at the intersection of digital 
infrastructures and services (Cox, 2007).

Universities thus appointed a range of new professionals to provide sup-
port for tutors, and to develop practices to support changes to the curric-
ulum, teaching and in respect of the rapid advancement of information 
and communication technologies (ICT). Thus, ‘educational development 
units’, were created in centralised bases in which new professionals such 
as educational developers and learning technologists grouped together to 
devise new ways of supporting teaching and learning. Such centres pro-
liferated in UK universities from the late 1990s onwards. Figure 2 below 
shows the rise in number of educational development units (EDUs) over 
a period of forty years.

Fig. 2. Cumulative number of EDUs since 1967 (Gosling, 2008, p. 9)

Interestingly, in the 1960s educational development units were frequently 
the outcome of ‘the work of individual enthusiasts’ who were interested 
in incorporating audio and visual units (Gosling, 2008, p. 13). This sug-
gests that educational development units (and perhaps new professionals 
as a category) initially emerged from the enthusiasm of ‘old professionals’ 
rather than, as later happened, being ‘formed’ through government or in-
stitutional directives. 

Number

of EDUs
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As might be expected, conceptions differed about what it means to be a 
new professional in UK higher education. Gornall implies that new profes-
sional was a peripheral category, in so far as it was applied to those whose 
primary concern is to develop support for teaching and learning.

...an emergent new group, associated with the support of teaching 
and learning, who are neither wholly lecturing nor technical nor 
support staff, and indeed who may not have had any of the ‚
 ‘traditional’ backgrounds at all. In the educational cosmology, this 
makes them ‘other’… (Gornall, 1999, p. 45)

Beck, on the other hand, frames the work of new professionals more in 
political terms, seeing their ‘formation’ as the outcome primarily of mar-
ketisation. 

The neo-liberal technologies of institutional control and 
accountability are identified as the key mechanisms which now 
increasingly subordinate education to the economic imperatives of 
the latest phase of globalised, ‘post-industrial’ capitalism. [......] This 
is achieved through a formidable combination of indirect ‘market’ 
controls (competition for funding, clients, research contracts, 
etc.) and direct controls (highly prescriptive government criteria, 
inspection regimes, appraisal regimes, as well as—and crucially—a 
restructuring of the ‘formation’ of the new ‘professionals’ who will 
service the needs of these re-formed institutions).
 (Beck, 1999, p. 227)

Snoek, et al., (2009, p. 3) suggest new professionals in fact lack ‘full’ pro-
fessionalism. Rather, new professionalism refers to ‘various kinds of occu-
pations that cannot be regarded as true professionals in the classic sense...’ 
such as teacher educators. Drawing on a study of policy documents con-
cerning the professionalism of teacher educators, they identify characteris-
tics associated with being a new professional which include:

•	 discourses	concerning	improvements	in	the	quality	of	work	and	 
 stronger emphasis on output requirements initiated by  
 government
•	 movement	away	from	the	traditional	professional	authority	and	 
 autonomy towards new forms of relationships and collaboration
•	 greater	levels	of	accountability
•	 emphasis	on	improvement	and	innovation	of	work
•	 lack	of	a	well-defined	body	of	knowledge,	i.e.	a	knowledge	base	 
 mainly the result of experience and reflection, rather than  
 formal or academic



66

•	 increased	attention	on	professional	development
•	 implementation	 of	 standards	 describing	 competences	 and	  
 qualifications. (adapted from Snoek, et al., 2009, p. 4)

Following similar lines of argument Ball favours the concept ‘post-profes-
sional’ to argue that the new professional or the ‘reformed teacher’ is charac-
terised by her/his compliance to adapt to institutional imperatives. Thus:

the ‘post-professional’ is conceived of as simply responsive to external 
requirements and specified targets, armed with formulaic methods 
– ‘what works’ – suited to every eventuality. Their ‘professionalism’ 
inheres in the willingness and ability to adapt to the necessities and 
vicissitudes of policy. (Ball, 2005, p. 20)

If, then, the identity of old professionals was shaped by concepts of auton-
omy, privileged social status and knowledge base, following Beck, Snoek, 
et al., and Ball, new professionals are faced with target setting, account-
ability and the commodification of knowledge of the ‘post-modern’ uni-
versity which has meant an erosion of their autonomy and status and the 
fuelling of a crisis of identity. This is what Ball (2005, p. 26) describes as ‘a 
pro cess of social transformation’. Interestingly, this sense of breakdown and 
 erosion of autonomy and identity was alluded to by Schön (1967) in the 
mid-1960s when exploring the effects of technological change of the time 
at different levels of US society. Thus it seems that what is most important 
is the process of technological change rather than its specificity or tempo-
rality. Both old and new professions constitute a space of competition and 
struggle between different forces of power in the university and within a 
context of technological change. Thus, as we have seen, Bourdieu replaces 
the concept of profession with that of ‘field’, which he posits as a struc-
tured space in which agents struggle over position and resources (Bourdieu 
and Wacquant, 1992). 

Complexity, uncertain roles and relationships 
There is considerable uncertainty surrounding the specifics of new profes-
sionalism i.e. what it means to be a learning technologist and educational 
developer (Oliver, 2003; Land, 2004). Indeed practices are diverse, posi-
tioning is volatile and role is little understood. Prominent in the discourse 
and the literature associated with the two groupings, however, are notions 
of community, values and concerns about specificity of field and discipline. 
This section highlights the shared understandings as well as the complexity 
and confusion associated with these two groups of new professionals.



  67 

In particular, uncertainty has been generated by the distinctions made 
between educational developers and learning technologists and their roles 
in supporting academic practice and the use of new technologies for teach-
ing and learning. There is further uncertainty about the identity of each as a 
distinct field, community and discipline, even though, as we shall see later, 
the work of both is interlinked and has common characteristics. 

A report on the career development of learning technology staff in UK 
higher education (Beetham, et al., 2001) identified ‘educational develop-
ers’ and ‘learning technologists’ (amongst others) as ‘new specialists’ though 
with ‘merging roles’ which posited the ‘archetypal learning technologist’ as 
‘an educational developer with a learning technology specialism’ (ibid., p. 
4). It also suggested that ‘educational developers’ had a critical role to play 
in supporting ‘new specialists’ and that they ‘must also ensure that they ac-
quire skills in learning technology’ (ibid.). Thus there seems to be a diffi-
culty in distinguishing the role of the educational developer from learning 
technologist.

 Echoing the perception of merging roles, the findings of a study of new 
professionals in Australasia similarly suggest lack of clarity about nomen-
clature. 

Interviewees chose a wide range of different terms to describe their 
role. Institutional reasons often underpinned their choices. Some 
reported that they chose different descriptors at different times, 
depending on their audience…‘instructional designer’, ‘academic 
staff developer’ and ‘professional developer’ were also used. 
 (Fraser, 2001, p. 56)

Moreover ‘academic development’ and ‘educational development’ are fre-
quently used interchangeably. This is exemplified in the rationale provided 
by the International Journal for Academic Development (2007) for its exist-
ence to:

…enable educational developers in higher education across the 
world to exchange ideas about practice and extend the theory of 
educational development, with the goal of improving the quality 
of higher education internationally.  (Ibid.)

Similarly for SEDA’s Professional Development Award, two of which are 
Leading Staff and Educational Development and Leading and Developing 
Academic Practice; the outcomes of both relate to supporting strategy and 
policy. The main differences are that educational development emphasis-
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es development processes, such as planning and monitoring, identifying 
goals, methods and evaluating strategies; whilst academic practice focuses 
on matters of quality, the student experience, ‘educational experiences in 
core discipline(s)...’, scholarship, pedagogy and practices of dissemination 
(SEDA, 2005).

A recent book on the history of academic development in Australia sug-
gests that a change in terminology took place there in the 1980s replacing 
educational development with academic development as the ‘enterprise in-
creased’ and as the status of the units grew (Lee, et al., 2008). In the UK 
Gosling interprets the various names of educational development units as 
reflecting ‘different emphasis and different fashions’: 

In the 1980s there were several teaching or learning ‘methods units’ 
[...]. Today there are none (known to the author). In 1995, 13 out 
of the 23 units included ‘educational development’ within their 
title, compared to only 9 out of 43 in the 2006 sample, whereas 
‘learning and teaching’ features in the name of 17 units... [...] 
‘Enhancement’ rather than ‘development’ has come to be used 
more recently (seven units referred to Quality Enhancement in 
their name). (Gosling, 2008, p. 9)

Land (2004) acknowledges the need for recognition of the new groups of 
professionals, despite the tensions that professionalisation are likely to bring, 
in the sense that professional entry may be regulatory and stifling rather than 
affording status and autonomy. Furthermore, educational developers and 
learning technologists often share a feeling of vulnerability in their percep-
tion of their positioning as peripheral to more mature professional fields and 
subject disciplines such as the natural or social sciences. Thus Land highlights 
the struggle and risk of hostility involved in seeking to establish fields that are 
clearly hybrid and/or overlap with long-standing disciplines.

The craving of recognition, of academic respectability is something 
that has long exercised the reflections of educational developers. 
But the colonization or assimilation of existing disciplinary ground 
by a new field can prove counter-productive. (Ibid., p. 196) 

In the case of learning technologists, Jones (CMALT, 2006) asserts the need 
for ‘a proper home for our strange new breed’ while Oliver (2002) argues 
for a better understanding of new professionals and the issues that have 
been raised for education:
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The emergence of the ‘new professionals’ raises a number of issues 
for those working in higher education. Not least amongst these is 
the importance of learning about how and why these varied groups 
work, in order to understand how their practices have developed to 
suit the current nature of institutions in the sector. 
 (Ibid., p. 251)

There is also uncertainty about future status and relationships. For example, 
Oliver argues for more research on how the work of learning technologists 
complements that of educational developers while Land identifies learning 
technologists as generating ‘major sites of turbulence within the future di-
rection and growth of the educational development community’ (2004, pp. 
195-96). However, whilst the relationship between educational development 
and learning technology is to some extent unstable, development of a dis-
tinctive culture which reflects the values, disposition, capital and practices 
of a community (whether educational developer or learning technologist) 
is an important social dimension in establishing structural and disciplinary 
coherence and permanence (Becher and Trowler, 2001). 

One cohering concept is that of ‘community of practice’ which has be-
come an accepted part of the discourse of organisational development and 
social learning in recent years, particularly in terms of developing and shar-
ing knowledge (Wenger, 1998a, 1998b, 2000; Brown and Duguid, 1991, 
2001). Wenger characterises communities of practice as informally bound 
by a shared passion or concern for something, where learning takes place 
through mutual and regular engagement in activity. Thus, a community of 
practice is defined by its focus, how it functions and what capability it pro-
duces. In this respect, communities of practice, formed within different so-
cial fields, develop localised vocabularies, methods and concepts and create 
their own social and cultural capital. Communities of practice are also dy-
namic as they move through development stages, engage in different types 
of activity and interact at different levels (Lave and Wenger, 1991). Wenger 
argues that participation in such communities is essential to effective learn-
ing. However others are less enthusiastic about what community participa-
tion can achieve. For example, Kogan (2000) argues that the assertion of 
individual identity comes through negotiation and exchange, and not by 
the assumed sharing of values associated with community. Similarly Levin 
(1998, p. 139) emphasises the importance of context and warns of the ‘un-
thinking copying of others’, particularly on matters of reform and policy. 

Whilst both new professional groupings view their work as interdiscipli-
nary, educational developers are more likely to see themselves as a distinct 
‘community of practice’ working alongside other academic communities 
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(Brew, 2003b; Taylor, 2005), while learning technologists tend to identify 
as part of a ‘constellation of practice consisting of multiple communities’ 
(Oliver, 2003). 

Later chapters of this thesis explore the similarities and differences, and 
tensions and struggles both between and within the two groups and also in 
relation to the broader field of new professionalism and academic practice, 
as units and practitioners are frequently subject to ‘rapid and alarming’ or-
ganisational change (Gosling, 2008, p. 27). 

Summary
This chapter has sought to show the nature of reform-driven agendas in 
higher education where the goals of political, economic and technological 
advancement have created a platform for the emergence of new profession-
als, the principle activities of which have involved supporting colleagues in 
their academic and pedagogical work and encouraging educational change. 
Particular attention has been paid to the increasing importance of new tech-
nologies in university work and the challenges associated with technological 
change. In addition attention has been drawn to debates regarding contra-
dictions in higher education values, principles and practices (e.g. teaching 
and learning as opposed to the commodification of teaching and learning) 
and the notion of a new scholarship for new pedagogies. Tensions, division, 
fragmentation and uncertainty are continuing features of new professional-
ism, in particular regarding single discipline or multi-discipline approaches 
to work, views of knowledge, professional identity, and notions of commu-
nity. All of these themes are taken up in more detail in later chapters.
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Chapter 5. Professional autobiographical 
narrative: insights into the practices  
of a new professional

Introduction
This chapter provides a professional autobiographical narrative in the sense 
that it aims to capture and frame the impact of habitus, change and reform 
on individual professional identity and practice. It tells a story of roles, 
practices and relationships in a professional journey and of the struggles of 
a new professional caught between changing regimes and shifting cultures. 
The story is told from a particular point of view: that of a teacher work-
ing with ‘new practices’ and new technologies in higher education. In this 
respect the narrative first pinpoints events that impacted on my journey 
through formal education in the UK and second identifies events associat-
ed with the emergence of new professional roles and advisory, quality and 
implementation units in higher education in the UK. 

The narrative has three parts. Part one considers early school experiences, 
route into teaching and early career path. Part two focuses on experience of 
working in one UK University. Part three reflects on key issues, which are 
significant in terms of impact on professional career, and provides a general 
analytical discussion of what the narrative has revealed.

Part two in particular provides considerable detail about events because 
specificity and location is an important aspect of social analysis7 where the 
‘most decisive choices (of topic, method, theory, etc.) depend very close-
ly on the location she (or he) [the individual] occupies within her profes-
sional universe’.8 

As noted in chapter three, writing such a chapter includes ethical impli-
cations, such as the fact that my perceptions of events will differ from oth-
ers, it may seem that there are omissions that others may feel are important 
or that it may seem a simplified version of complex events. 

7  Reed-Danahay (2005)
8  Bourdieu refers to ‘the “anthropological field” with its national traditions and 

peculiarities, its habits of thought, its mandatory problematic, its shared be-
liefs and commonplaces, its rituals, values, and consecrations, its constraints in 
matters of publication and findings, its specific censorships, and by the same 
token, the biases embedded in the organizational structure of the discipline, 
that is, in the collective history of specialist, and all the unconscious presup-
positions built into the (national) categories of scholarly understanding’. 
(Bourdieu, 2003, p. 283)
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As mentioned earlier, the study is based on a commitment to ensure that 
any research carried out is guided by commonly agreed international stand-
ards of good practice. I have therefore tried as much as possible to protect 
the individuals involved by anonymising names and titles (see chapter three). 
Thus, this autobiographical narrative should be understood as a reflexive 
exploration of habitus, capital and positioning within the field rather than 
as a case study, whether of an individual or organisation.

Whilst the aim has been to describe organisational settings, movement 
and position as accurately as possible, where diagrams are used to illustrate 
specific organisational changes to structures and relationships they should be 
treated as conceptual tools rather than accurate representations of reality. 

Extensive footnotes are used throughout this chapter both to frame a 
story within the literature of the time and to locate reflection and discus-
sion socially and culturally. 

Part I. Early influences
Between the ages of five and eleven, that is in the late 1950s and early 
1960s, I was educated in a primary school in a pleasant working-class area 
of Carlisle, in the North of England. As an only child, I have strong recol-
lection of early friendships and childhood adventures but only the vaguest 
memories of my initial schooling. However, sports activities formed a large 
part of my early school memories: running every day up and down the hill 
from my house to the school, always as fast as I could; being captain of the 
school netball team; and falling from the gymnasium ropes, an accident 
which, as we shall see, had serious consequences.

I also recall in my final year at primary school, at the age of 11, being 
seated in the classroom according to my position in the end-of-term test, 
a situation about which I had mixed feelings. I clearly visualise the divided 
and stratified classroom with the ‘top boy’ at the front on the right and the 
‘top girl’ at the front on the left and my own position and the positions of 
my other school mates somewhere in the middle. I remember being terri-
fied by the thought that I might do badly in the tests and be placed at the 
back of the classroom. I also recall that the status afforded by the seating 
positions was not discussed in the playground, although we all ‘knew’ who 
was in front of us and who was behind. My sense now is that a form of 
symbolic violence was employed to convey messages of social order, a con-
cept of Bourdieu’s to which I return later in this chapter. I was much more 
interested in sport than my school work so I felt that I could just about ac-
cept being thus categorised and ordered. However the image of the large 
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primary school classroom and my emotions regarding the seating experi-
ence remain vivid.9 

During my final year at primary school I fell from the gymnasium ropes 
and my formal education was interrupted by a serious injury to my hip. 
The treatment used to remedy the injury was ‘traction’ which meant that 
I had to lie flat attached to a traction machine. When it became clear that 
the treatment would take a long period of time I was dispatched from the 
city hospital in an ambulance on what seemed like a very long journey to 
a long-stay children’s hospital, a converted ‘stately’10 home on the banks 
of Lake Windermere. This was a beautiful location but impossible for my 
parents to reach by public transport and even difficult to access by car. In 
addition, formal education in such institutions was under-developed, as it 
was in my case. Although my parents came to see me every weekend, I felt 
isolated from my family and from my friends. I also lost a year of educa-
tion. Consequently, when I recovered and rejoined the schooling system 
I was a year behind my original peer group, albeit with a strong ambition 
to catch up. At the time I felt anger and frustration about the injustice of 
it all, and later came to appreciate the enormous emotional strain the ac-
cident and its aftermath had placed on my parents.

Shortly after leaving the hospital, I sat (and passed) the compulsory ‘elev-
en-plus’11 examination (known as the scholarship) and started my secondary 
school education at the Carlisle and County High School for Girls. Here the 
curriculum was similar to that of the local boys’ grammar schools, in that 
it emphasised both academic attainment and sport. I regained my strength 
relatively quickly, and was soon spending my lunchtimes, evenings and 
Saturdays playing team sports. By the end of the first year I was a member 
of the netball team and I soon represented the school in the full range of 

9 Bourdieu claims that habitus is formed firstly by family and then by schooling. (Bour-
dieu and Wacquant, 1992, p. 133, n. 87)

10 Stately homes were originally built and owned by the aristocracy. Often when the 
family could no longer afford the upkeep, they were ‘left to the nation’. In this case, 
the Georgian mansion was first converted into a hospital for wounded officers at the 
outbreak of the World War 1; in the 1970s it became a convalescence home for sick 
children and is now converted to flats for retired professional people. 

 www.thewestmorlandgazette.co.uk/archive/display.var.300023.0.opening_up_a_ 
hidden_treasure.php 

11 The Butler Act in 1944 introduced testing and streaming for children at the age of 11. 
Three types of secondary school were established: grammar school, secondary technical 
school and secondary modern school. Entry to the grammar school was restricted to 
the most academic pupils i.e. those passing an examination at the age of 11.

 www.elevenplusexams.co.uk/UK_grammar_schools.php
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sports. I was regularly voted games captain by my classmates. My favourite 
sport however was hockey,12 for which I played centre forward and I have 
fond memories of ‘bullying-off ’13 on frosty winter mornings. 

‘Passing’ the eleven-plus and attending the High School for Girls in the 
mid-1960s highlighted issues of both class and gender. I was obliged to 
make the transition from a working-class family environment to that of 
the middle class (elitist) academic environment of the grammar school. 
The school was single-sex, and the women teachers became my predomi-
nant role models. It was only later, through reading about the history of 
the school14 that I began to understand the legacy and struggle to establish 
such a school for girls, at a time when women did not have what we now 
regard as equal human rights to men. The school was established after the 
Taunton Commission (1864-1868), which drew attention to the general 
deficiency in girls’ secondary schooling, indeed, at the time there were only 
13 secondary schools for girls in the whole of the country. The school was 
created by ‘first wave’ feminists, active at the end of the nineteenth and be-
ginning of the twentieth centuries. ‘First wave feminism’ emphasised the 
rights of women to education among other things,15 thus Scott-Parker re-
fers to the two main obstacles to improvement in girls’ education at the 
time as custom and lack of money: 

“The tyranny of custom” – the idea that girls had minds worth 
cultivating was an offensive and revolutionary idea – and “The lack 
of endowments (finance) for girls’ schools.” 
 (Scott-Parker, 1995, p. 9)

What is more, northern girls were often seen as inferior to their southern 
sisters. The writer, Margaret Forster,16 notes the denigration of the ‘Cum-
brian girl’ as compared to the ‘South Country girl’ by the Board of Edu-
cation Inspectors. 

12 Hockey is a game generally played outdoors. It was and remains popular in girls’ 
schools particularly now in the independent sector. 

13 A ‘bully-off ’ was a face-off for the ball between the two centre forwards at the start of a 
match.

14 Scott-Parker (1995)
15 David (2003, p. 1) 
16 Margaret Forster wrote the introduction to Scott-Parker (1995) and is a well known 

writer of historical fiction and former pupil of the school. http://www.visitcumbria.
com/mforster.htm
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The Board of Education’s Inspectors had the effrontery to comment’: 
“Perhaps the Cumbrian girl, with her many solid virtues, does not 
possess the quick wits of the South Country girl…”
 (Forster, in Scott-Parker, 1995, p. 5)

The 1870 Elementary Education Act had created a national system of el-
ementary schools in the UK for children up to the age of 14, and follow-
ing a campaign for better education for older girls in the Carlisle area, the 
High School for Girls was opened in 1884 with 36 pupils. The mission of 
the school involved ‘service, responsibility and an active concern for others’. 
Foster attributes much of the success of the school to the determination of 
its various headmistresses who ‘quite literally devoted their lives to it’:

Its reputation was such that it was spoken of then in tones of 
awe, and those who entered the august portals were automatically 
regarded as both brilliant and privileged…  (Ibid.)

I mention the history, not just in relation to the school as a social and po-
litical arena, but also because it provides an early example of institution-
al reform and change. Whilst Forster paints a vivid picture of expansion 
and continuous change throughout the lifetime of the school, many early 
traditions continued until the school’s closure in 1970. For example, the 
language curriculum was similar to that in the 1920s when Latin was in-
troduced ‘but those girls who couldn’t master it’ were allowed to drop it 
for German. Forster’s book led me to understand why girls were allocated 
to ‘houses’ and why we had to display our house colours on our jumpers. 
Apparently, it was deemed important to foster ‘team spirit’ and encourage 
the girls to compete for the honour of the house rather than for ‘the glory 
of the individual’.17 

Campaigners for comprehensive education appeared in Carlisle in the 
mid-1950s after which there followed a long and ‘very heated public de-
bate’ which divided political parties, families, schools and local organisa-
tions. In 1965, the then Labour government’s commitment ‘to end selection 
at eleven plus and to eliminate separatism in secondary schools’ prompted 
the Cumbrian local education authority to ‘go comprehensive’.18 Ironical-
ly, the girls’ high school, which had originally been established to advance 
women’s equality, was closed down in a process designed to increase equal-
ity and eliminate differentiated social class structures for all children, in-
cluding girls. 

17 Forster (1995, p. 48)
18 Scott-Parker (1995, p. 88)
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When the last headmistress Miss Charlton took up her post in 1964 she 
commented on the forthcoming change and upheaval but also added that 
‘an adaptability to change is one of the qualities which determine success 
in living organisms’.19 Nevertheless, the impact of the comprehensive reor-
ganisation was a source of much distress. Miss Charlton remembered the 
battle she fought with the architect to ‘save at least one of the great lime 
trees’. Her main concern however was:

…the intangible planning, for our grammar school staff had to 
adjust to teaching children from a much wider range of ability, and 
the reorganisation was to include staff from the Robert Ferguson 
[Boys’] School. The demand for tact, patience and adaptability 
from everyone was enormous and I could only hope that the pupils 
were not aware of the strain on their teachers.
 (Charlton in: Scott-Parker, 1995, p. 83)

The Girls’ High School closed in 1970 when I was 17 and in the upper 
fifth grade. When I returned for the new academic year in September, the 
school had been amalgamated with the local boys’ secondary school, Miss 
Charlton had moved on, there was a new ‘headmaster’ in her place and 
many of the girls’ school staff had left or retired. My most vivid memory is 
of gazing in disbelief through a classroom window, as I watched the perfect 
Solway turf20 hockey pitch being bulldozed to make way for an all-weather, 
all-purpose sports pitch. Scott-Parker likewise recounts:

Apparently, almost every old girl, who goes back to visit St Aidan’s 
today, tells the Headmaster, David Kemp, that the High School’s 
hockey pitch was the best pitch in the North of England! – and so 
it was. Any girl who loved sport was in her element at the High 
School.  (Scott-Parker, 1995, p. 89)

The bulldozing of the hockey pitch represented the ultimate symbolism for 
what had happened to the school.21

19 Ibid. (p. 81)
20 Solway turf taken from Burgh Marsh was prized for its quality and used in many pres-

tigious locations, including Wembley Football Stadium and Wimbledon All England 
Lawn Tennis Club.

21 At the time of writing the original Victorian buildings have recently been demolished 
to make way for the ‘troubled’, ‘state-of-the-art Richard Rose Central Academy’.  
http://news.bbc.co.uk/1/hi/england/cumbria/7850832.stm (accessed 12.08.2009) 
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Participation in sport and ability as an athlete22 were the aspects of my 
life that were most influential on the early formation of my identity. At the 
Girls’ High School one’s position seemed to be quite clear: you were very 
good academically, or very good at sport, or very good at both, or not very 
good at either – and so it was my ability at sport which gave me cultural 
capital with which I achieved some status at school. Becoming an athlete 
involves, for example, working through levels of competitive intensity and 
the ability to participate and to support the participation of others.23 It also 
influences other things, in my case, my wish to teach and conceptions of 
what being a good leader means. Significantly, the sporting analogies used 
by Bourdieu in his work on sport, class and culture,24 and his employment 
of terminology such as field, game, rules, players, capital, stakes, strategy 
and struggles within the game25 have seemed to speak directly to my expe-
rience of sport and the value placed upon it as described above.

In fact it was the head of the physical education department at the Girls’ 
High School, who helped me realise that I could communicate my enthu-
siasm and understanding of sport to others. Likewise, the head of the art 
department who arrived at school in my final year helped me value my artis-
tic abilities. Significantly, he introduced to me a view of modern art which 
stimulated my later interest in combining art and mathematics.26 The en-
couragement of these two teachers and specific formative school experienc-
es, in turn, inspired in me an ambition to teach. At the time I was unaware 
that it was viewed as ‘a good job for a girl’; it was simply what I wanted to 
do. By the time I left school for college I had caught up with my original 
year group, which had been an important goal for me.

On entering higher education, however, I became aware that the two 
subjects I had chosen to study, physical education and art, had strong but 
distinctive cultures; physical education emphasised collaboration, partici-
pation and belonging, as well as competition, while art accentuated the au-
tonomous creative individual. Initially, studying two such different subjects 
posed few problems. However, the differences between the two subject cul-
tures, which had been less apparent at school, were to have a strong impact 

22 An ‘athlete’ is someone who actively participates in sport and usually has a high level of 
skill (see also Coakley and Donnelly, 1999). 

23 Lehtinen et al. (1999) emphasise the importance and power in collaborative group 
working, specifically in relation to the use of technology in educational and learning.

24 Bourdieu (1978)
25 Bourdieu and Wacquant (1992, p. 98)
26 Later I had a chapter published in a set of school mathematics text books on shape and 

pattern (1991) Century Maths, Nelson Thornes Ltd.
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on me at college. Whilst I was comfortable with the work and practices as-
sociated with both subjects, their social dimensions prompted in me ques-
tions about my own disposition which I found difficult to reconcile. Was I 
primarily a team-player or an autonomous, creative individual? It seemed 
that each subject ‘community’ had a different set of normative behaviours 
which proved difficult to combine.

Apart from this, my first few years as a professional were reasonably con-
ventional. My first teaching post was in a mixed comprehensive school in 
Carlisle and my second was as head of girls’ physical education in an inner 
city comprehensive school in Manchester. I felt supported and motivated 
by the head of department at the first school who was a positive role model 
in that she immediately gave me confidence as a young teacher; and also 
by the head-teacher at the second school, who encouraged me to consider 
a future role in management. 

During this period, from the mid-1970s to the mid-1980s, I was prima-
rily a school teacher of physical education although I maintained an interest 
in art and also began to teach mathematics. The latter was prompted by a 
national shortage of mathematics teachers (in the late 1980s) and was also 
due to an early interest in mathematics and, in particular, the fascination 
that I had for the relationship between mathematics and art. A curiosity 
about subject relationships was to become a significant feature of my fu-
ture work. For example, an initial interest in combining mathematics, art 
and sport translated into a long-term fascination with design, media and 
team-based activity. Thus in later work I was to place emphasis on the im-
portance of design, the effective use of media, constructivist approaches to 
teaching and learning, and collaborative approaches to working practice 
(see also articles in Appendix VII). 

The opportunity of joining (senior) management came in my late 20s, at 
about the time that I was planning to have children. I took the decision to 
take a three-year break to be at home with my family. However, through-
out this ‘home’ period, I continued to teach part-time in adult education 
and also engaged in a year of full-time study. In so doing, I extended my 
qualifications to teaching mathematics and further developed an interest in 
problem-based learning and the use of computers in the classroom. 

I re-entered secondary school teaching in the mid-1980s with a new 
subject specialism (mathematics) at a time when desktop computers were 
being introduced into the classroom – and were most often seen as the do-
main of mathematicians. Towards the end of the 1980s, I moved into higher 
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education on a temporary contract, to work in a polytechnic27 as a teacher 
educator of mathematics. 

Part II. Working in higher education
Much excitement was generated in the late 1980s, by the arrival of com-
puter-based multimedia, in the form of analogue interactive video (IV)28 
and ‘interactive’ technology in schools and higher education. The follow-
ing quote is typical of the rhetoric at the time:

…there is little doubt that microcomputer-controlled videodisc 
systems represent the most potentially powerful communication 
device in the history of instructional communication.
 (Jonassen, 1984, p. 2, in: Hosie, 1986)

However this excitement was tempered with scepticism, caution and con-
cern about cost, and also about lack of software, the necessary changed role 
of the teacher and the different approaches to research and evaluation that 
were needed.29 In terms of pedagogical affordances, interactive programmes 
were seen to have the potential to support ‘student-centred learning’, prob-
lem-based learning and group work and to offer possibilities for ‘flexible 
learning’ particularly in relation to the physical location of the learner and 
the learning environment provided.30 

To begin with most activity centred on the private sector, with major 
companies such as British Telecom using new ‘multimedia’ technologies to 
support the training of their staff in ‘flexible learning environments’.31 To-
wards the end of the 1980s, however, the Department of Trade and Indus-
try (DTI) began to fund development projects on the potential of inter-

27 UK polytechnics developed from technical colleges and were established in the 1960s 
to develop vocational programmes at undergraduate and postgraduate levels. A number 
of teachers’ colleges were also integrated into polytechnics. In 1992 under the Further 
and Higher Education Act, the status of polytechnics was raised to university. They are 
often referred to as Pre-1992 universities (in the UK) and are more commonly referred 
to as ‘new universities’.

28 Interactive Video (IV) computer-based multimedia, in the form of micro-computer 
controlled analogue interactive videodisc systems. 

29 Hosie (1986)
30 For example: the Employment Department Flexible Learning Programme (1990) and 

the Technical and Vocational Education Initiative (TVEI) (1989).
31 Kirkwood (1988)
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active video (IV) for schools and further education colleges.32 The private 
sector was keen to collaborate with the public sector to ‘identify a sound 
strategy for fostering its interactive video introduction into UK schools’.33 
At the time, it was noted that industry’s use of IV was mainly in the form 
of programmed learning packages aimed at large numbers of workers and 
‘point of sale’ information for employees and customers. Interestingly, a 
study commissioned by industrialists on the use of IV in industry and ed-
ucation34 found that there were few parallels between its use in industry 
and schools. Nevertheless, it was clear that the private sector saw potential 
in working with the public sector, and in particular, in introducing private 
sector methods and practices.

Eager to explore the perceived potential of the new technologies, the UK 
government allocated relatively large amounts of funding to public sector 
agencies such as the DTI, the Employment Department, the Department 
for Education (DfE), the National Council for Educational Technology 
(NCET) and at a later stage to the Higher Education Funding Councils 
(HEFCs) to explore public/private sector technological collaboration.35 
Initially, as mentioned earlier, funding for educational projects was mainly 
aimed at the school and further education sectors. However, at the end of 
the 1980s funding came from the DTI to install and support interactive 
video in every Local Education Authority and Initial Teacher Training es-
tablishment in the country. 

As a polytechnic teacher educator in a mathematical science department 
with an interest in art and the use of computers, I was in a prime position 
to become involved in such initiatives. At the time there seemed to be lit-
tle understanding of any political agendas and a limited view regarding the 
potential impact of new technology on higher education as a whole. The 
new technologies of the period to many seemed physically daunting, mys-
terious and incomprehensible. Nevertheless, the potential benefits of using 

32 DTI interactive video programmes included the Interactive Video in Schools (IVIS) 
and the Interactive Video in Further Education (IVFE) projects. For example a report 
prepared by Hills (report unpublished for NIVC and date unknown).

33 Boyers (1988)
34 Ibid.
35 For example the Teaching and Learning Technology Programmes (TLTP) (1992-2000). 

The aim of the Programmes was to develop and explore the use of technology-based 
teaching and learning material. The programme was also seen as promoting collabora-
tion between higher education institutions, business and industry and supporting pro-
fessional development. www.hefce.ac.uk/Learning/tinits/TLTP/ (accessed 30.07.2009).
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computers and other media in education and the emphasis on the possibili-
ties of interaction with rich media (i.e. various media including visual and 
audio communication) made these projects particularly appealing to me. 

With support from the head of the mathematical science department at 
the polytechnic, I became involved in a variety of projects e.g. the Interac-
tive Video in Education Awareness Support Scheme,36 the Interactive Video 
in Schools project (IVIS) and subsequently the Interactive Video in Educa-
tion project (IVIE), all of which explored the educational use of comput-
ers and multimedia in educational settings. I joined a small national team 
which comprised teacher educators from other HE institutions across the 
UK all of whom were highly motivated by the creative affordances and 
learning experiences that the new technologies offered. Thus, uninten-
tionally I had become drawn towards a highly political agenda for higher 
education which sought to harness technology for educational reform and 
national prosperity.

As consultant to the National Interactive Video Centre37 and later to 
the DfE, I spent four years (1989-1993) working on a range of national 
projects in schools and colleges which explored the potential of ‘interac-
tive technologies’38 and ‘flexible learning environments’. During this period 
I gained valuable social and cultural capital in terms of access to national 
networks, and increased knowledge and skills. The projects also led to the 
collection of empirical data which I used both for a report published by the 
Employment Department,39 and as part of the requirements for the award 
of Master of Philosophy (MPhil) which I refer to in more detail later in 
this chapter.40 Findings arising from the projects highlighted positively the 
importance of collaboration in the process of change. For example the final 
report of the Interactive Video in Education Awareness Support Scheme, 
for which I was a field officer, noted:

36  The Interactive Video in Education Awareness Support Scheme was granted two mil-
lion pounds by the DTI between 1988 and 1989.

37  The National Interactive Video Centre was established in 1984 with the support of 
the Department for Trade and Industry to explore and promote the use of interactive 
media.

38  Including Interactive Video (IV), Compact Disc Interactive (CDI) and CD ROM.
39 Hudson (1993) CDI and Interactive Video – A Comparative Study. Sheffield: Learning 

Technology Unit, Employment Department.
40 Hudson (1997) Issues affecting the introduction and implementation of Educational 

Multimedia. Master of Philosophy. (MPhil.).
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Successful change and development in the education sector is a slow 
and careful process to which many different agencies contribute. 
While no one factor can ever be claimed to be more significant 
than others, there can be little doubt that the DTI’s initiatives have 
played a major role in helping to chart the way forward for the 
development of interactive learning technologies in support of 
autonomous learners and teachers.   
 (Doulton, 1989, p. ii).

The view that change requires the collaboration of different agencies con-
tinues today in Clark’s ideas on ‘entrepreneurial universities’, Engeström’s 
work on multi-disciplinary working41 and, as we shall see later, collaboration 
between national agencies such as the Higher Education Academy (HEA) 
and the Joint Information Systems Committee (JISC). Interestingly, this 
phase of technological development, with its emphasis on creativity and 
autonomy (which preceded the emergence of digital technologies), spanned 
almost a decade from the mid 1980s to the mid-1990s though is rarely ac-
knowledged in the literature on learning technology.

The interactive nature of the software and the use of multimedia stimulat-
ed debates about creative pedagogical practices among teachers and students/
pupils. For example, IV was judged as enriching classroom experience: 

 
...there is little doubt that the teachers and pupils judge IV to be an 
important addition to the learning resources [......]. The quality of 
the images, and the power given to the user to manipulate them, 
probably accounts for the unique value attached to IV.  
 (Norris, Davis and Beattie (1990) in: Hudson, 1997, p. 15)

However, unwieldy computer hardware and limited access to systems meant 
that the projects remained relatively experimental (in the history of edu-
cational technology). Difficulties relating to hardware and infrastructure 
were raised also by the NCET which saw the solution as a shift of strategy 
towards larger scale industrial models. 

In order to achieve the required standards of excellence and offer the 
necessary economies of scale, new technology for education requires 
an industrial model for its development and implementation. 
This will only be achieved as the education system moves towards 
large-scale long-term integrated usage. Thus the infrastructure 
that needs to be in place to support the optimal development and 

41 Clark (2003); Engeström (2004)
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implementation of new technology in schools touches every level 
and every aspect of the school system. 
 (National Council for Educational Technology, 1994, p. 5)

Emphasis on economies of scale, and industrial models and infrastructure 
was indicative of the part information systems providers were to play in 
future technological development and also in part due also to the limit-
ed funding available from government. Thus, collaborating with industry 
speeded up public-sector technological development. 

The projects with which I was involved suggested that new technologies 
could support ‘flexible’, collaborative and student-centred learning, a stance 
which anticipated the impact of expansion and a more diverse student body 
on higher education. The NCET evaluation of interactive video42 empha-
sised high levels of pupil motivation and was mostly positive: 

Some pupils achieved a real sense of control through IV: they felt as 
if they were taking responsibility for what they were doing and for 
what they were getting out of it. This could come from a disc that 
required judgement and decision making [......] when pupils could 
explore and discover information for themselves. This worked best 
when the pupils were properly supported – i.e. when pupils had 
a clear goal, were capable of making their own judgments about 
the quality of the data they found, and were given some follow-up 
activity that consolidated what they had learned
 (Ibid., p. 33)

The combination of interactivity with the audio-visual capability 
of the new technology makes it a powerful medium for learning 
because it supports some of the cognitive processes that constitute 
learning, and because it supports the affective aspects of motivation 
and enjoyment that enable cognitive processes to be engaged in the 
first place.  (Ibid., p. 34)

However, the outcomes from the projects frequently failed to meet ‘hyped’ 
expectations, and the lessons learnt were often overshadowed by criticism 
from sponsors who generally wanted something quick and easy to use that 
would save time and money. Furthermore, industry and private sector re-

42 The evaluation report was prepared by Diana Laurillard, who currently holds the Chair 
of Learning with Digital Technologies in the Faculty of Culture and Pedagogy at the 
Institute of Education, University of London, and was formerly Head of the DfES e-
Learning Strategy Unit and Pro-Vice-Chancellor (Learning Technologies and Teaching) 
at the Open University. 



84

ports were often unavailable for public scrutiny, and research and develop-
ment were attributes interpreted by the private sector as mainly about pro-
fessional development, technological advancement and commercial gain. 
Meanwhile, struggles over academic aims and pedagogy continued in the 
attempt to identify appropriate research methodologies for interpreting and 
evaluating new technology initiatives.43 

At a personal and professional level, working on ‘leading edge’ national 
projects was highly motivating and challenging. I was now keen to explore 
the educational benefits of multimedia and was encouraged in this by na-
tional debates and activities on teaching methods and practices. For exam-
ple, the introduction of ‘authoring software’ was particularly exciting. The 
range of simple yet powerful programmes, which controlled analogue video, 
provided teachers and students with the opportunity to edit, structure and 
sequence text, images, audio and video. Simple tools such SIVA, TURPIN 
and OpenSoft, developed as part of the IVIS44 project, preceded the more 
sophisticated programmes that appeared in the 1990s such as Authorware. 
It was thus possible to alter existing multimedia resources and to create 
new ones. The introduction of authoring software seemed significant also 
because it enabled teachers and learners to manipulate and interact with 
media. It also prompted discussion throughout the education sector about 
the benefits of customisation of multimedia, including ‘in-house’ produc-
tion and the ownership of software and multimedia content. The issues 
raised were precursors to more recent debates about, for example, propri-
etary software and ‘open source’ software,45 social software and Web 2.046 
all of which have enabled web-based technologies and digital media to be-
come more accessible. 

Other technological developments were also influencing thinking across 
the education sector as a whole; for example, the development of hypertext 
and the introduction of HyperCard,47 one of the first hypermedia author-

43 Ely (1987); Schön (1995)
44 IVIS (Interactive Video in Schools, 1985-87)
45 Open source refers to downloadable software from the internet. Whilst open source 

software is subject to criteria regarding distribution it generally means free access to 
source code which can be modified and redistributed. 

 http://opensource.org/ (accessed 30.07.2009).
46 Web 2.0 second generation web development. Examples of Web 2.0 application 

include wikis (the creation and organisation of web pages by individuals and groups), 
blogs and social networking sites such as Facebook. 

47 Hypertext and HyperCard, launched in 1987 by Apple Macintosh radically changed 
the way data was stored, retrieved and shared. See also Shneiderman and Kearsley 
(1989).
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ing systems before the World Wide Web. This prompted debate on how 
data could be stored, retrieved, presented and shared. This, together with 
increased access to audio and visual media, and increasing emphasis on 
interaction, collaboration and problem-based learning, prompted experi-
mentation both with computer-based learning environments and physi-
cal learning environments.48 However, the perceived potential of the new 
technologies was balanced by difficulties of organising and managing ac-
cess to limited resources, which, in turn, began to generate questions about 
whether pedagogies needed to change. 

A range of literature appeared during the 1970s, 1980s and early 1990s 
on the development of innovative technologies, though much of this seems 
to have been lost to present-day knowledge and understanding49 mainly be-
cause non-digitalised documentation was not accessible via the World Wide 
Web. This contributed perhaps to there being gaps in the history of learn-
ing technology in the sense that, as we shall see in a later chapters, learning 
technologists tend to define themselves as members of a newly emergent 
field of the 1990s and even of the first decade of 2000. 

Critical decisions: the new professional?
The start of the 1990s was a critical career point for me. My interest in ed-
ucational and technological development was reinforced by involvement 
in projects on interactive video, which were at the time acknowledged as 
amongst the most cutting-edge and advanced educational and technologi-
cal initiatives in Europe at the time.50 Additionally I sensed that new tech-
nologies were likely to have far-reaching effects on emerging educational 
agendas. Future engagement in technology promised to be challenging and 
exciting and I could foresee a professional career pathway leading perhaps 
towards consultancy and the private sector. The career route within my 
own institution, however, was less clear in terms of how I would be able to 
continue to work with new technologies.

For some time after the projects had finished, there was little funding 
available for research and development into how ICT could be used for 
teaching and learning in the higher education sector. Neither was work 
with the private sector conventionally associated with academia nor with 
teacher education. In addition, my peripheral position in the polytechnic 

48 I use learning environment in its broadest sense to mean everything associated with 
where students learn and what students make use of in their learning.

49 Oliver, et al. (2004, p. 4)
50  Fletcher (1987)
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as a non-tenured staff member working in a new, interdisciplinary field, 
contributed to difficulties in identifying new possibilities for research and 
development. In Bourdieun terms, I had minimal social capital in the field 
that I worked in – that is higher education. The reason for my decision to 
remain in higher education was principally vocational in the sense of hav-
ing a commitment to teaching and learning and an interest in the potential 
of technology in enhancing teaching and learning. I also had a certain level 
of confidence in being able to face future challenges and potential struggles. 
I had developed, it seems, what Bourdieu refers to as a ‘socially constituted 
sense of the game’ 51 based on the capital that I had accrued. 

Meanwhile, the transition from analogue to digital technologies creat-
ed a lull in government funding, and other technologies such as Compact 
Disc Interactive (CDI),52 came and went. This created a sense of frustra-
tion in that much of the knowledge, experience and understanding gained 
about teaching and learning and the use of computers, multimedia and 
ICT that could be built on was in the process of being lost. This prompted 
me to take a proposal to the head of the (mathematical sciences) depart-
ment to establish a centre aimed at supporting development and research 
into the educational use of interactive technologies and multimedia. His 
response was positive. However, economic capital i.e. funding for salaries 
and resources had to be sought externally. Thus, just before the polytech-
nic became a university (in 1992) my career in higher education as a ‘new 
professional’ began in earnest. 

The changing learning environment in higher education
At the start of the 1990s thus I had the aspiration to set up an educational 
centre for Interactive Technology and Multimedia. The Centre (ECIM)53 
had as its main points of focus interactive technology, multimedia, ‘flex-
ible learning’ and educational research. The work of the Centre focused 
on exploring and supporting the educational use of interactive technolo-
gies and multimedia. Later, in the mid-1990s, as technology changed the 
name of the Centre was also changed but retained its emphasis on con-
temporary computer-based multimedia. At the time, a number of similar 
centres were being established in other higher education institutions, for 
example the Scottish Centre for Educational Technology at Moray House, 
the University of Edinburgh, the Telematics Centre at the University of 
Exeter and ULTRALAB, at Anglia Polytechnic University. All were set up 

51  Bourdieu and Wacquant (1992, p. 120).
52  See Hudson (1993)
53  ECIM is used here as a pseudonym.
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by ‘individual enthusiasts’ who were engaged in ‘growing’ the unit and its 
work.54 All were pro-active, with origins in teacher education, interactive 
technology, multimedia, telecommunication, teaching and learning. The 
establishment of such units thus could be regarded as indicative both of the 
increasing impact of desktop computing on teaching and learning and the 
onset of an entrepreneurial and business-oriented culture in higher educa-
tion. These centres were therefore somewhat different from seemingly simi-
lar units for which the main focus was supporting the use of audio visual 
aids and media production. 

My immediate responsibility, in leading the educational centre for inter-
active multimedia (ECIM), was to identify funding opportunities for re-
search and development that would be beneficial both to the field and to the 
university. In my institution, at that time, teacher educators were located in 
subject-based faculties. Therefore, as a mathematics teacher educator, I was 
based, as already noted, in the mathematical science department, which was 
part of the Faculty of Technology. The mathematical science department 
thus provided the base for ECIM, under my leadership.

Over the next few years I was primarily engaged in securing funding and 
resources from outside agencies for research and development projects.55 I 
quickly acquired ‘state of the art’ equipment (hardware and software) from 
commercial suppliers ‘free of charge’. Bids were successful and staff were 
appointed to work on the fixed-term projects. ECIM was unconventional 
for that time, in the sense that it relied entirely on ‘soft money’ i.e. funding 
raised externally. It thus anticipated by about a decade the ‘development pe-
riphery’ and enterprise cultures of universities mentioned by Clark.56 Perhaps 
for that reason, I had a great deal of autonomy about deciding the direc-
tion of the Centre, its work and its networks. For example, a small national 
network provided the contact base for colleagues in the wider field and was 
critically important in terms of shared knowledge and moral support. This 

54  See also Gosling (2008, p. 10)
55 Projects included Integrating Interactive Video in Flexible Learning (Learning Technolo-

gies Unit, Employment Department); CDI and Interactive Video – A Comparative Study 
(Employment Department); Evaluating Learning Technology – a Database of Research 
(Learning Technologies Unit, Employment Department); An overview of Interactive 
Technology research with relevance to Initial Teacher Education. (National Council for 
Educational Technology) and Database of Learning Technology Projects (Department for 
Education and Employment).

56 Clark (1998)
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was a period of high motivation for me and I was eager to face the struggles 
that undoubtedly lay ahead despite an initial sense of uncertainty. 

Literature on change and new technologies in higher education was 
sparse and I recall waiting with anticipation for Diana Laurillard’s book, 
Rethinking University Teaching: A Framework for the Effective Use of Educa-
tional Technology.57 I also became a member of the Association for Learning 
Technology (ALT) when it was launched in 1993.58 

Identifying local and national needs related to ICT and multimedia, 
teaching, learning, and research and development, and gaining external 
funding to run the Centre and designing and directing the projects were 
my core activities as already noted. The future of the Centre, the formula-
tion of external bids and the successful completion of projects demanded a 
range of skills reflecting different specialisms, including education design, 
media and communication, new computer-based technologies, and business 
management, as well as knowledge and expertise in research, evaluation, 
project management and administration. Furthermore, collaboration, for 
example, between educational institutions and the private sector was and 
remains a requirement from most funding bodies. Consequently, working 
on funded projects and making relationships and connections across sec-
tors, disciplines, fields, subjects and departments, highlighted the impor-
tance and indeed necessity of collaboration. However such cross-boundary 
working was not a mainstream priority and to some extent remains under-
utilised, although negotiation is now more common. This is despite the 
fact that multi-disciplinary learning and working are considered essential 
features of contemporary university practice.59

The first restructuring: from teaching to learning
In 1992, following the polytechnic’s transition to university status, there 
began a comprehensive restructuring which involved faculties becoming 
‘schools’. This first restructuring provided an opportunity for ECIM to move 
to a new, more fruitful location. A common view of multimedia technolo-
gies at the time was that they represented a specific content base and infor-
mation/learning resource. However, the work of ECIM was wider, focus-
ing also on pedagogical design, research and development. The aim for the 
centre was thus to find a base that would allow it to utilise its full range of 
expertise and skills and be of the most benefit to the university. Two depart-

57 The book was published in 1993 (2nd edition in 2002).
58 The Association for Learning Technology is discussed in more detail in chapter seven.
59 Boyer, (1990); Clark (2003); Engeström (2004)
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ments expressed interest in providing ECIM with a home: library services 
and the newly-formed School of Engineering and Information technology, 
which now included the mathematical sciences department (the existing 
home of the Centre). 

One outcome of the Follett Report in 199360 on library services had been 
a series of initiatives backed by substantial amounts of funding. These in-
cluded the establishment of a national advisory group on information and 
communications technology entitled the Joint Information Systems Com-
mittee (JISC) and funding for the creation of new and extended library 
buildings. The latter was possibly due to awareness of the potential of ICT 
in libraries for supporting student learning (as compared to subject disci-
plinary bases). Academic libraries were clearly expected to respond to the 
challenges and opportunities afforded by new technology.

Thus, a move to the library for the Centre seemed the best option, a de-
cision encouraged by the head of the library, high level of interest among 
staff in supporting ‘student-centred’ learning and level of use of ICT and 
multimedia. Plans were afoot to strengthen the position of the library, 
which included the building of a new learning environment. Moreover, 
senior posts in the library were categorised as academic posts, which was 
not the norm: library posts were in general categorised as administrative 
or technical related. 

The move marked the start of valued work relationships with colleagues 
who were committed to providing the highest level of support to students 
and staff. Moreover, the vision for the library, and therefore for those who 
worked within its remit, was creative and distinctive and accompanied by 
an educational philosophy guided by social and pedagogical considerations. 
However, this was also a time of increasing pressure on institutional budg-
ets, demands for efficiency gains and greater ‘client’ orientation. 

New professionals in the new university
Shortly after ECIM moved into the library, my position as the academic 
leader was made permanent (i.e. tenured).The centre was building up eco-
nomic capital although it still relied on short-term external funding and 
primarily on staff appointed to short-term contracts, which enabled its ex-
pansion. 

In the mid-1990s many educational institutions and organisations were 
thinking about new approaches to learning, impact of technology on learn-
ing environments and the increased need for centralised networks and in-
frastructure – even before the widespread use of the internet. In the UK, 

60 See also chapter four.
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the government ‘contemplated a leap into the future’61 and invited telecom-
munications, cable, broadcasting, information technology and multimedia 
industries to work together with educationists to ‘pilot new ways of teach-
ing and learning using new communications technologies’. Accordingly, 
the emphasis shifted from interactive multimedia to information and com-
munication technology: thus the next phase of technological development, 
promoted connectivity. I have a strong memory of working with a group of 
colleagues, teachers and information experts at this time, and of the struggle 
we had in realising the practical benefits of SuperJANET, the first educa-
tional university ‘superhighway’. As I was preparing for a particular meeting 
I remember appreciating the dramatic impact this phase of new technology 
was likely to have on teaching and learning and on future working practices, 
particularly in relation to communication and collaboration.

Aspirations for change in university academic practices revealed simul-
taneously the need for new forms of educational support which in turn 
required different combinations of expertise and skills. Accordingly, the 
work of ECIM shifted towards supporting staff across the university and as 
ECIM grew and took on more staff, there was a need to foster the careers 
of staff appointed to the new posts. This introduced a new ‘personnel’ di-
mension to my work. 

Also at about this time project-based activities, funded either internally 
or externally, became more commonplace in higher education and there 
also seemed more interest in utilising new technologies to enhance teach-
ing and learning. Eventually the activities of the Centre expanded and an 
administrator was appointed. At the time the appointment was significant 
in terms of ensuring that the Centre had the capacity to respond to an in-
creasingly complex range of demands associated with short term funding 
and project-based activity. 

Initially I took care to match job descriptions to the requirements of in-
dividual short-term projects which might require specific expertise in mul-
timedia, pedagogical design, project management, evaluation and/or desk 
research. With focus shifting to broader university needs, it became neces-
sary to create more generic job descriptions which emphasised, for exam-
ple, wider expertise in design, production of multimedia and web-based 
material, and in areas directly related to working with teachers and other 
specialist learning support staff. At the time there were few examples, if any, 
of similar jobs in the university or elsewhere, indicating perhaps that ‘this 
type’ of new professional was not yet established widely. Thus new job titles 
were created which could fit into the somewhat disparate constraints of ex-

61 Superhighways for Education (1995, p. 3) 
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isting university career structures.62 Eventually a generic job descriptor was 
agreed which emphasised the use of interactive technology and multimedia 
in course development. It was classified in the broad sweeping category of 
‘administrative, professional and clerical’ rather than as ‘academic’ or ‘tech-
nical’. The ‘success’ of the Centre meant that despite jobs continuing to be 
dependant on short term funding the majority of staff appointed to ECIM 
were able to continue their employment from one contract to the next. 

Throughout the 1990s, the diverse backgrounds of Centre staff reflected 
the relative newness of the work, the broad base of skills required and the 
lack of existing professional career routes. For example, new appointments 
included staff with backgrounds in art and design, computing, psychology, 
teaching, research and administration. The diverse skills base and the wide 
range of experience on which it drew meant that collaboration and shar-
ing knowledge and understanding were commonplace in terms of the suc-
cessful completion of projects and our own professional development. The 
overall team was exceptionally talented, particularly in design; for example, 
a number of applications were recognised as outstanding, winning national 
and international awards for excellence.63 Indeed, a number of students and 
staff who initially worked in ECIM went on to set up successful private 
companies. The reputation of the Centre spread and invitations to support 
faculty-based projects, and to participate in national and European-wide 
initiatives increased. However, lack of career progression for ‘new profes-
sional’ staff more generally, both within the Centre and in higher educa-
tion as a whole, remained a concern and a continuing struggle – which was 
eventually resolved, at least to some extent, as we shall see later. 

The nature of the work of the Centre in the mid-1990s matched many 
of the characteristics and definitions of practice64 found in the later litera-
ture on new professionals and learning technologists.65 In this sense ECIM 
certainly seemed to be ahead of the game!66

62 A decade later a pay spine for all categories of university staff replaced the previous dif-
ferentiated system. 

63 Successful applications were made to Library Association Public Relations and Public-
ity Award (1997); European Academic Software Awards (EASA 1998, 2000); European 
Multimedia Awards (EMMA 1999). 

64 Definitions of practices are discussed in chapters six, seven and eight in respect of 
educational developers and learning technologies. 

65 See also Gornall (1999); Beetham (2001); Gosling (2001, 2008); Oliver (2002); Land 
(2004); CMALT (2005).

66 Bourdieu and Wacquant (1992, p. 98)
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Vision, critical events and the convergence of new professionals
The position of ECIM from the mid-1990s can be seen as part of a much 
bigger picture. This period in UK higher education was marked by policies 
on widening student participation and an associated shift from teaching to-
wards learning,67 especially with regard to student experience, student sup-
port, student-centred learning activity and ICT. Locally, a number of events 
in the university had a significant impact on ECIM, including:
•	 the	transformation	of	the	library	into	a	super-department,	based	on	

the concept of creating a centre for learning68 and located in a central, 
purpose-built learning environment

•	 increased	technical	capability,	reduced	cost	of	computer	equipment	
and a more stable network infrastructure

•	 the	creation	of	an	Institute	focusing	on	teaching	and	learning	in	high-
er education (ITL), under the leadership of the former head of the de-
partment of education.69

•	 the	creation	of	an	Institute	to	support	research	into	teaching	and	
learning in the university (IRTL) under the leadership of an appointed 
professor.70 

Thus, following a review of academic provision, in 1996 the super-depart-
ment brought together under one roof so to speak, staff from a range of 
departments, centres and units which included: 
•	 library	and	information	services	(including	an	audio	visual	unit,	pub-

lishing house, design studio and TV unit)
•	 computing	provision	(drawn	from	the	department	responsible	for	the	

university-wide ICT infrastructure)
•	 the	educational	centre	for	interactive	technology	and	multimedia	

(ECIM)
•	 the	Institute	for	Teaching	and	Learning	(ITL)
and 
•	 the	Institute	for	Research	in	Teaching	and	Learning	(IRTL).
The strength of the super-department meant that its outreach was immense. 
The former head of the library was appointed director, and ECIM main-
tained its identity and focus within the super-department, line-managed by 
the director. The Institute for Teaching and Learning (ITL) was now headed 

67 NCIHE (Dearing, 1997)
68 See also Oyston, et al. (2003)
69 ITL is used as a pseudonym
70 IRTL is used as a pseudonym
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by an experienced senior academic and a professor was appointed to lead 
the Institute for Research in Teaching and Learning (IRTL).

As already noted, a new building was purpose-built to accommodate 
the Centre for Learning (the super-department) with the aim of creating a 
learning space in which ICT and multimedia could be integrated with tra-
ditional resources, and where new practices of support for learning could 
be developed. During the planning stage of the new building I was invited 
to join a group of senior colleagues including the appointed architect, on a 
week-long study tour of new libraries on the east coast of the USA. The fo-
cus was the design, functionality and practices of different libraries. Whilst 
we saw some beautifully-designed buildings there was little evidence that 
university practices and learning support in the institutions we visited were 
changing in the same direction as we were! For me the trip served to high-
light the strong vision and philosophy that had been adopted by the uni-
versity, high level of collaboration within the university and commitment 
of senior management to providing top quality support for teaching and 
learning for both staff and students. However, this was also the beginning 
of a period of extensive change for many university libraries,71 and thus 
there was some scepticism about financial imperatives driving new mod-
els.72 Yet, for me this was another career high point, marked by openness 
and trust, shared responsibilities and collective efforts to develop knowl-
edge and understanding. It provided a contrast to the second restructuring 
period which is discussed later.

The new building was opened in the mid-1990s attracting an immense 
amount of interest from other higher education institutions. Indeed it hosted 
many national and international study visits, even winning design awards. 
Visitors expressed interest in the building and the learning environment 
but were particularly fascinated by the ‘new’ roles, such as that of the ‘in-
formation specialist’, and practices that were being developed. 

Most staff in the super-department fitted the definition of the new pro-
fessional as discussed by Gornall and Beck (see preface). For example, we 
aimed to support the shifting balance from teaching to learning and also 
to serve the needs of the re-formed university. The relatively early timing of 
the combining of different departments and the opening of the new library 
building enabled the university to respond speedily to the demands being 
made by government on higher education institutions across the UK.73 
These included providing ‘high quality’ support for teaching and learning, 

71 Oyston (ed.) (2003)
72 Bulpitt, p. 206, in: Oyston, ed., (2003)
73 NCIHE (Dearing, 1997) 
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providing different types of studying and learning spaces, fully utilising con-
temporary computer-based networked technologies and meeting the needs 
of increased numbers of students from diverse backgrounds. Indeed, once 
again ‘my’ university seemed to be ahead of the ‘game’.74

Position within the field
The move into the new building presented a further opportunity to reflect 
on the location and future work of ECIM, and also on my own position in 
the Centre for Learning (the super-department). The positioning of aca-
demic support departments, their line management and the way they re-
late to the rest of the university is an important theme within this narrative 
and as we shall see, also a source of much debate in the literature.75 How 
decisions were taken reflect Bourdieu’s perception of strategies needed to 
negotiate the field.

The strategies of agents depend on their position in the field, that 
is, in the distribution of the specific capital, and on the perception 
that they have of the field depending on the point of view they take 
on the field as a view taken from a point in the field. (Bourdieu and 
Wacquant, 1992, p. 101)

Thus, in my judgement, educational technologies were tools and processes 
not only essential to pedagogical work and educational development, but 
also important in guiding decisions about the future positioning of ECIM. 
In this respect the most significant change was that the Institute for Teach-
ing and Learning (ITL) and the, similarly named, Institute for Research 
in Teaching and Learning (IRTL) both took up a university-wide remit, 
moved into the Centre for Learning (the super-department) and thus took 
up central location on campus. These two different institutes together with 
ECIM represented sub-fields of new professionals within the super-depart-
ment; that is, each occupied a position in the structure and each maintained 
its own ‘logic, rules and regularities’.76 Two senior posts were created in the 
ITL – for university teaching and learning (educational development) and 

74 Interestingly at the time of writing (thirteen years later) the focus of an article in THE, 
25th June, 2009, is the opening of a new university library. The article reports on calls 
to utilise space more creatively, for ‘trainee librarians’ to require a new set of skills, and 
for departments to adapt to, embrace – and indeed focus on – electronic information 
systems (Fearn, 2009). 

75 See also chapters six, seven and eight.
76 Bourdieu and Wacquant (1992, p. 104).
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information and communication technologies (educational technology)77 
respectively – which were to prove significant for me, as we shall see later. 

Meanwhile the Institute for Research in Teaching and Learning (IRTL) 
worked with ITL to develop research into teaching and learning in the uni-
versity and was also the research ‘arm’ of the School of Education. IRTL 
thus had two lines of responsibility; primarily to coordinate research into 
teaching and learning across the university and second to support research 
in the School of Education. In 1996 both institutes, ITL and IRTL (and 
ECIM), became part of the super-department working alongside each oth-
er though each with their own direct lines of management to the Director 
(see Fig. 3.). 

Fig. 3. Initial positioning of ECIM in the converged super-department.78

Up to this point, my work could be described as ‘peripheral’ to conventional 
university work, though an exemplar of ‘entrepreneurial’ and ‘innovative’ 
demands on the post-modern university.79 However, my disposition, as a 
teacher with an interest in research and scholarly activity80 led me to at-
tempt to position the work of ECIM as central to ‘academic’ work across 
the university. With that in mind, the repositioning of ECIM was negoti-
ated in order to be closer to ITL and IRTL. ECIM had considerable social, 

77 Educational development and educational technology are used here as pseudonyms but 
reflect the emphasis of the work.

78 Fig. 3 and Fig. 4 are used to show the lines of management of the ITL, IRTL and 
ECIM and do not include detail and direct lines from other areas.

79 Clark (1998; 2003).
80 Andresen (2000b, p. 140).
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cultural and economic capital, so the move was accepted. One consequence 
was a change in line manager from the director of the super-department 
to the head of ITL.

Whilst I continued as the academic leader of the Centre, I also collaborat-
ed more closely with two senior colleagues in the institute who respectively 
had responsibility for teaching and learning and learning technologies and 
with whom I had positive and productive relationships. In Bourdieun terms 
it seemed initialy that our, ‘logic, rules and regularities’ were aligned. 

In effect, my own position and that of ECIM had changed. I had to 
some extent lost the autonomy I had been used to and the Centre’s status 
had shifted from a sub-field in its own right to subordination to another 
sub-field (as a sub-sub-field) of power with a new set of logic, rules and 
regularities (see Fig. 4.). 

Fig. 4. Structural relationship of ECIM following repositioning.

Whilst symbolic capital was accrued by ECIM in the move, internal social 
capital appeared to weaken in parallel to the loss of direct contact with the 
leadership of the department. An additional significant factor was that I 
was persuaded to relinquish my responsibility for the finances (economic 
capital) of the Centre by my new line manager, the head of the Institute for 
Teaching and Learning. Building economic capital was the condition and 
challenge that I had been set in order to establish the Centre. Indeed, exter-
nal funding was favourable in the mid 1990s and the Centre’s budget was 
healthy. However, my motivation for establishing the Centre had not been 
driven by profit and although the Centre had grown and developed on the 
basis of external funding, my aim had always been for it to be accepted as 
a mainstream academic unit. The loss of social capital and economic capi-
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tal was however counterbalanced by my trust that the overall ethos of the 
super-department and the Institute, which aimed to promote interdisci-
plinary working practices across boundaries, would continue as before. In 
this sense, the shift of location of ECIM could be seen as constructive. A 
period of intense activity followed, largely taken up with developing sup-
port for students and staff in the university. 

Collaborative working practice
Over the next few years (late 1990s) digital technologies, the internet and 
the World Wide Web laid the foundations for changes which were dramati-
cally to affect education, popular culture and society as a whole. Compared 
to earlier years in the decade, the discourse of information and communi-
cation technology was everywhere, and not just the concern of specialist 
units. This was another exciting time. Accordingly, I continued to work 
collaboratively with colleagues and attempted, where possible, to be flex-
ible yet remain true to my values. A good depiction of my work ethic and 
practice at the time can be found in Tuomi-Gröhn and Engeström’s81 no-
tion of ‘task specific participation frameworks’ within a ‘newly emerging 
landscape of expertise’, where individuals are ‘engaged in multiple simul-
taneous tasks’, and ‘in multiple communities of practice’. 

Funding was available from European82 as well as national83 and local 
sources, to encourage the educational use of ICT and multimedia. The re-
sultant initiatives had different dimensions, for example, promotion of a 
‘European dimension’, broadening of the curriculum and achieving great-
er efficiency through the sharing of resources. I viewed such initiatives as 
useful because, regardless of sponsor agendas, they gave participants the 

81 Tuomi-Gröhn and Engeström (2003, p. 3)
82 For example Leonardo da Vinci programme (part of the European Commission’s 

Lifelong Learning Programme) funds innovative cross-border collaborative projects. 
Its aim is to link policy to practice in the area of vocational (work-based) educational 
and training (VET). http://ec.europa.eu/education/lifelong-learning-programme/
doc82_en.htm (accessed 30.07.2009). The Socrates Programmes (European Commis-
sion). The first programme ran from 1994-1999. The second programme ran from 
2000-2006. The focus was on multicultural aspects of Europe, innovation, mobil-
ity, equal opportunities and knowledge in education at all levels. www.eu.int/comm/
dgs/education_culture/publ/pdf/socrates/depl_en.pdf (accessed 30.07.2009). It has 
now been replaced by the Commission’s Lifelong Learning Programme 2007-2013. 
http://ec.europa.eu/education/lifelong-learning-programme/doc78_en.htm (accessed 
30.07.2009).

83  For example Teaching and Learning Technology Programmes (TLTP) (as described 
earlier).
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opportunity to work in cross-disciplinary ways, build new and productive 
professional relationships and develop new ways of working, for example, 
in interdisciplinary teams.84 

At the same time projects encouraging the production of digital resourc-
es for the higher education sector85 attracted attention from educational 
publishers, who had been cautious in assessing the commercial gains to be 
made from their sales. Eventually, publishers decided to enter the market for 
the production and marketing of digital resources, though a more positive 
offshoot perhaps was the perceived need for a radical rethink of contracts, 
copyright agreements, intellectual property rights and license agreements. 
The increased use of networked computers to support learning across the 
university raised similar issues. So one additional responsibility of mine was 
to establish and oversee a university multidisciplinary advisory group on ac-
cess to multimedia computer-based and networked resources. The advisory 
group existed for six years through a period of technological change which 
involved expansion and increased access to digital resources. 

Throughout this period ECIM continued to engage in a range of univer-
sity activity. For example, in 1997, as interest in web-based learning envi-
ronments surfaced, the whole department was involved in the early develop-
ment of a Virtual Campus involving the entire university being compelled 
to shift to using First Class.86 In addition, ECIM developed an external rep-
utation through involvement in several large collaborative projects which 
sought to foster institutional relationships, produce digital and web-based 
learning resources and develop new programmes of study. 

However, with the increasing demands it became more difficult to find 
time to share knowledge and experience and reflect and think about our 
own work.

Research into learning and teaching in the new university
The purpose-built Centre for Learning provided what I judged to be an 
excellent environment for advancing research-based practice, by which I 
mean that it provided a flexible and supportive environment for universi-
ty staff and students to engage in a wide range of learning activity and use 
the most current technology. Furthermore, funding was dedicated by the 

84  See for example Dillon, Tearle and Hudson, (1999); Hudson and Owen, (2000).
85 For example the Teaching and Learning Technology Programme (TLTP). 
86 First Class may be used as an electronic Academic Suite or Virtual Learning Environ-

ment (VLE). In higher education it is more commonly used as on-line systems for 
communication, management and collaboration. www.firstclass.com/Divisions/ 
Solutions/Education/?OpenItemURL=S047C5096 (accessed 30.07.2009).
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university through the IRTL to promote research into university teaching 
and learning and to coordinate and strengthen research in preparation for 
the 1996 Research Assessment Exercise (RAE).87 Thus, opportunities were 
provided for the various educational research groups to focus on approaches 
to exploring research-based practice.

 One funding stream facilitated small-scale research activity. Accordingly, 
in collaboration with a subject librarian and subject tutor a bid was sub-
mitted on behalf of the super-department on the effective use of electronic 
information resources. The funding of this resulted in my first collabora-
tive publication.88 A second proposal, which included the appointment of 
a research assistant to investigate the perceptions and experiences of staff in 
relation to the use of new technologies, was also funded.89 Other colleagues 
submitted bids to research, for example, the student experience, problem-
based learning and formative assessment. 

Meanwhile, I was asked to take on the role of research coordinator for 
the super-department which also meant that I was departmental representa-
tive on the university-wide ‘Core Teaching and Learning Research Group’. 
The Core Group consisted of a teaching and learning research coordinator 
for each school and department, thus representing subject disciplines from 
across the university. 

For me, this period is characterised by increased pace of change relating to 
the university research agenda as well as the increasing use of new technol-
ogy – both of which were underpinned by the efforts of new professionals 
such as the staff in the Centre for Learning, the Institute for Teaching and 
Learning, the Institute for Research in Teaching and Learning and ECIM.90 
Of the many developments and activities related to the imperative to do re-
search, two were particularly significant. First was the need for collaboration 
and the pleasure gained from working with colleagues. Collaborative events 
included university Teaching, Learning and Assessment conferences and a 
departmental conference on different approaches to research-based prac-

87 Research Assessment Exercise (RAE), was undertaken in 1986, 1989, 1992, 1996, 
2001 and 2008 to evaluate the quality of research undertaken by British higher educa-
tion institutions and to allocate research funding for the next (five year) period. http://
www.rae.ac.uk/ (accessed 30.07.2009).

88 Hudson and Ottewill, (1997) Electronic information resource use: implications for 
teaching and library staff. 

89 Steel and Hudson (2001) Educational technology in learning and teaching: the percep-
tions and experiences of teaching staff.

90 ‘New professional’ was the designation later introduced by Gornall (1999) and Beck 
(1999) to denote the non-subject specific, skills based form of university work that we 
were engaged in.
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tice and scholarly activity. Second were the tensions generated, for example, 
over the distribution and use of resources, and over the aim and purpose of 
research into university teaching and learning and use of ICT. 

Research in the department was primarily aimed at informing teaching 
and guiding practice, as a basis for conferences and journal articles, and/or 
to underpin bids for funding and reports to the Higher Education Funding 
Council. Significantly, my research and publication profile, which had been 
mostly stimulated by my curiosity as a university teacher, was incorporated 
into three consecutive Research Assessment Exercises (RAEs) – 1992, 1996 
and 2001, – in itself an important marker of academic status. 

Meanwhile, I wrote papers with university colleagues on pedagogical 
design, the use of ICT and multimedia, and also with other academics in 
the UK91 and Europe.92 I also decided to study for a Masters Degree and 
purposely chose a Master of Philosophy (MPhil) because its research-based 
approach to learning interested me and also because an MPhil was flexible 
and manageable in relation to other professional and personal demands on 
my time. My MPhil thesis, completed in 1997, was entitled ‘Issues Affect-
ing the Introduction and Implementation of Educational Multimedia’. 

The period between 1996 and 2000 was a good time for ECIM. How-
ever, I was taking on an increasing numbers of responsibilities not in my 
formal job description, for which I received little official recognition, nor 
did I receive remuneration for the additional work involved. The Centre 
continued to gain funding for projects from internal, local, national and 
European sources; and relationships and working practices with colleagues 
across the university were well established in some areas and developing in 
others. It was also gratifying to see that research and evaluation contributed 
to the good working of the super-department. 

Increased monitoring and bureaucracy
However, by the late 1990s a managerial shift was already discernable, in-
itially signalled by increased bureaucracy in relation to externally funded 
projects. For example, sponsors began to demand more control over projects 
and instituted complex bureaucratic systems and heavy financial monitor-
ing processes. At first this was understood as a necessary response to a rec-
ognised need for better financial monitoring. However, what also occurred 
was an escalation in the day-to-day administration and running of the 

91 Dillon, Coupland, Edwards, Hudson and Tearle (1998) Multidisciplinary collaboration 
and the development of multimedia resources.

92 Schurz and Hudson (1998) Developing the European dimension through a collabora-
tive European cross-curricular project.
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projects. Managing and administering funded projects had always been an 
important part of the work of ECIM, necessitating the appointment of an 
administrator. However, greater demands for monitoring resulted in ever 
larger amounts of effort (and proportion of finances) devoted to providing 
financial and administrative feedback. The additional time needed both to 
apply for funding and to administer projects, combined with increased re-
quirements for ‘matched’ funding,93 resulted in a more cautious approach 
to externally funded projects on the part of the university in general. 

This constituted a paradox: on the one hand, a shifting emphasis in 
higher education towards untrammelled enterprise and innovation and, on 
the other, heightened levels of accountability, administration and bureauc-
racy.94 Thus, increased emphasis on enterprise,95 innovation and commer-
cialisation skewed my practices towards business and management, which 
at first seemed quite attractive. I was challenged and excited by the com-
petitive environment; however, there was also a subtle inculcation of what 
Ball terms ‘performative’ practices, into ‘enterprising’ actors/subjects such 
as myself having ‘a passion for excellence’!96 Hence, the nature of the work 
provided new opportunities to ‘succeed’,97 though this was counterbalanced 
by heightened levels of risk, short-termism and instability.98 Thus, my work-
place became increasingly competitive and business-orientated and feelings 
of success were often offset by inner conflict, questions about purpose and 
uncertainty about professional identity.99

The university was also undergoing substantial change at senior manage-
ment levels. In the late 1990s a new Vice-Chancellor was appointed and 
following this, much of the senior management team changed. 

93 Matched funding refers to an institution making a specified contribution when receiv-
ing project funding. The percentage of matched funding required is variable.

94 This exemplifies Clark’s perception of the entrepreneurial university (1998; 2003) and 
also by Barnett’s (2000b) identification of performativity as the shift of emphasis from 
academic competence towards operational competence, which has affected core values, 
power relations and university discourses. See also Lyotard (1979), Ball (2000; 2003), 
and Usher (2006)

95 For example an enterprise centre was piloted from 2000 and formally established in 
the university in 2003. This again reflected Clark’s (1998, p. 138) perception of an 
enterprise and a development periphery of complex units operating on the edge of the 
traditional university structure. 

96 Ball (2003, p. 215)
97 Ibid.
98 Land (2003); Oliver (2002)
99 Beck (1999)
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However, local changes in the personnel of ITL were to be more influ-
ential on my professional well-being. At the start of the millennium a tem-
porary appointment was made to cover a two-year secondment for a senior 
colleague in the ITL. The new colleague, appointed on a fixed-term con-
tract had previously worked with the head of educational technology.100 
This change in personnel had an immediate affect on my relationship with 
the existing head of educational technology. Although both posts were on 
a more senior scale to my own, we all had the same line manager. Whilst 
I continued to try to carry out my work effectively I sensed a change in 
working environment. My former feelings of confidence and ease of work-
ing were never recaptured. Looking back, I can now see that from that mo-
ment on I was caught up in a struggle over capital and values. Shortly after 
this, the existing head of educational technology took up another post. The 
vacated post was filled by the new member of staff who had been tempo-
rarily covering the secondment. This was to have important implications 
particularly for my own work, the work of ECIM and my position as a 
new professional.101 

Consolidation of new working practices
At the start of the millennium the ITL, in which ECIM remained, was 
allocated a more strategic role in guiding and shaping the new university 
Learning, Teaching and Assessment Strategy (LTA). The aim of LTA was to 
sustain the strategic objectives of the university which, at the time, included 
a strong customer focus, emphasis on quality, modernisation of learning, 
teaching and assessment and more cost-effective delivery.102

The strategy was negotiated through the ITL and agreed by senior 
management at different levels of the university. ITL had particular lever-
age because it also worked directly to the Pro-Vice-Chancellor responsible 
for teaching and learning. Thus central university management, as Hen-
kel notes, sought to extend its power over a dispersed workforce such that 
policy-making and the implementation of policy was increasingly taken by 
academics, deans or Pro-Vice-Chancellors. Henkel also notes the ‘concen-
tration of academic power at the centre of the institution’, and the ‘more 
complex intermediary structure lying between the institutional leadership 
and academic base units’.103 

100 Head of Educational Technology is used here as a pseudonym.
101 Bourdieu and Wacquant (1992, p. 98) 
102 Learning, Teaching and Assessment Strategy 2002/03.
103 Henkel (2002, pp. 32-33)
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The situation for ECIM (and myself ) remained relatively positive. For 
example, the ‘new’ strategies for student learning had the potential to stimu-
late and encourage both research and collaboration. They also consolidated 
the work, range of specialisms and experience of all staff in the super-depart-
ment and the ITL including ECIM, in terms of drawing on staff to provide 
guidance and support for those seeking to implement the strategy. 

At the same time academic members of staff in the ITL, including my-
self, were encouraged to diversify our activities and to provide a wide range 
of support for professional development. Thus, we participated in (course) 
validation panels104 and course planning teams, acted as external examin-
ers105 and taught on different undergraduate and postgraduate programmes. 
Those staff who did not have academic posts or who did not have suffi-
cient teaching experience (for example staff in ECIM) were encouraged to 
take part, either as students or tutors, in newly developing professional pro-
grammes for teaching staff. In other words the professional development 
of staff in the department, as it was for the university as a whole, became a 
priority. Integrative and collaborative working continued to be promoted 
in everyday working practice, as were research and evaluation, the writing 
of journal articles and conference presentations. Such overlapping profes-
sional activities highlighted common areas of interest whilst allowing staff 
to maintain their own specialisms. 

Struggles over research into learning and teaching
Meanwhile, the institute for research into teaching and learning had, by the 
start of the new millennium, created an established network of educational 
research coordinators (including myself ) based in different subject disci-
plines and departments across the university. Also research into teaching 
and learning at the university was further strengthened by the appointment 
of a new professor, who took up the post of IRTL’s deputy director. The 
forthcoming 2001 Research Assessment Exercise was imminent, however, 
and was to have a significant impact on the future of research into teach-
ing and learning at the university. 

As already noted the Research Assessment Exercise (RAE) takes place at 
four- to five-yearly intervals and is the means by which research is assessed 

104 University Validation Panel, comprises of experienced subject/department specialists 
who act as independent judges for the approval of university courses and programmes.

105 External examiner system, quality assurance systems in higher education premised on 
ensuring that similar standards operate across universities. External examiners are usu-
ally appointed members of the examining board for three to four years. The appointed 
examiner is typically an experienced senior academic whose role is to advise, adjudicate 
and report on all aspects of the examination and course programme.
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and future research funding distributed across the UK university sector. 
Polytechnics became eligible to participate when they became ‘new universi-
ties’ in 1992,106 which had been the case for my university. In the 1992 and 
1996 RAEs the university achieved a reasonably good position in the rank-
ings, particularly compared to other ‘new’ universities (ex-polytechnics). For 
example, in the 1992 RAE the university submission in education (which 
included a range of education disciplinary areas) was rated a grade 3, and 
by the 1996 RAE it had improved marginally, to 3a,107 and remained one 
of the most highly ranked of the new universities. The target for education 
in the forthcoming 2001 RAE was to increase the rating to 4. Despite an 
increase in research activity and the number of staff engaged in educational 
research at the university (and therefore entered in the RAE), grade 4 was 
not achieved. This relative subject failure went against the general trends of 
the university where a number of the research grades were again high com-
pared to other new universities. Educational research, as an RAE unit, was 
depicted as ‘having failed’ by the newly appointed Pro-Vice-Chancellor for 
Business Development and Research and the IRTL was scheduled for clo-
sure. However, the Pro-Vice-Chancellor responsible for teaching and learn-
ing had a high regard for the work of the Institute for Research in Teaching 
and Learning, and its broader university function. There followed a long 
series of negotiations aimed at ‘saving’ some of the functions which were 
threatened because of the funding gap created by the RAE outcome.

Not surprisingly, there was an enormous sense of disappointment among 
educational research staff both in their failure to achieve the required re-
search ranking and the closure of the research institute. However, morale 
was damaged further by the discourse of ‘management’ which indicated a 
mood of inflexibility and hard-nosed decision-making.108 For example, the 
expression ‘drawing a line under it’ was used frequently by the Pro Vice-
Chancellor for Business Development and Research to explain the non-ne-
gotiability of the management position on educational research.

However, the dissolution of IRTL did not lead to redundancies. Rather 
it resulted in movement of staff into other schools and the ITL. Staff move-
ment took place in two phases and the two professors with a research remit 
were both absorbed into the ITL – though a few months later it was de-
cided that there was only enough funding for one. At this point the origi-

106 Elton (2000)
107 The 2001 RAEs ratings for 2001 had 7 levels, 1, 2, 3b, 3a, 4, 5, 5*.(5* is now the high-

est rating). However the 2008 RAE used a four point quality scale. For quality levels 
see http://www.rae.ac.uk/aboutus/quality.asp (accessed 02.04.2008). 

108 Fairclough (1995) 
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nal professor returned to his Faculty, and in the short term the remaining 
professor’s role was strengthened by being named Head of Research and 
the appointment of a team of research assistants. Thus following the RAE 
whilst internal research funding was restricted to a few key areas in the uni-
versity, research into higher education remained important to the univer-
sity mission and indeed was strengthened by the appointment of research 
assistants to ITL, primarily to support the university-wide teaching and 
learning strategy. However, the purpose and nature of research into higher 
education became itself an increasingly contested area. 

At the time of the repercussions over the 2001 RAE, my work was finely 
balanced between managing staff and participating in ECIM activities which 
included research and development projects and educational development 
activities such as providing support for faculty-based learning, teaching and 
assessment strategies and developing technology-enhanced courses. I also 
continued to be the teaching and learning research coordinator. 

Following the 2001 RAE, there were frank and wide-ranging views ex-
pressed regarding the purpose and form of higher educational research. 
While differences in the views expressed provided tensions, a sense of 
‘modus vivendi’ was established, which continued to allow freedom for 
critical work. It also seemed clear that scholarly activity needed to be in-
corporated as ‘a way of being’ rather than viewed merely as an optional ex-
tra or funded activity. 

Habitus: the teacher
Meanwhile, staff in the ITL were increasingly engaged in the design of new 
programmes of study, including professional development programmes such 
as a staff development course (later to become Postgraduate Certificate in 
Learning and Teaching in Higher Education) and a European Masters pro-
gramme. Professional development courses and programmes became pro-
fessionally accredited pathways for staff who either were newly appointed 
teachers or were working in ‘new professional’ posts, but with no previous 
background in education. 

I continued my research on linking educational development and new 
technology to teaching and learning, initially by involvement in the Euro-
pean Masters programme, mentioned above. The aim here was to develop 
a European-wide programme communicated by means of new technolo-
gies. The challenges however were huge. For example, apart from having 
to negotiate a consensus between different European partners and to vali-
date a programme involving different European universities, we pioneered 
the creation of an open-source virtual learning environment (VLE) which 
showed the potential of the internet in terms of communication, collabo-
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ration and pedagogical design. The design of the VLE was underpinned by 
theories of constructivism109 and developed by the Finnish partner in the 
project. Interestingly, the VLE was developed before commercial compa-
nies110 broke into the UK higher education market with similar software. 
I appreciated gaining a better understanding of working and learning at a 
distance, experimenting with blended learning (a mixture of on-line and 
face to face teaching) and engaging with what was soon to become more 
widely known as e-learning. The debates generated by the project regarding 
teaching strategies, pedagogical design, curriculum content and technology, 
as well as validation processes were indicative of issues that would later be 
thought of as ‘cutting-edge’ in educational development. 

The European Masters programme was one of the first of its kind to be 
validated by the university.111 Indeed, colleagues from ECIM were among 
the first cohort of students to gain a Masters award through the programme. 
Working on such a programme illustrated the benefits of technology, in 
this case, web-based virtual learning environments, though raised questions 
about, for example, the affordances of technologies, quality of the student 
experience, benefits or otherwise of international on-line collaborative work-
ing, importance of maintaining social presence at a distance, orchestrating 
interdependence, and so on. All were issues arising from student evalua-
tions and were incorporated into action research projects by members of 
the programme team.

Piloting the Masters programme and the on-line teaching which fol-
lowed further highlighted the need to link research with practice. Thus 
papers were produced by the programme team on on-line communities of 
learning,112 dialogue in the new media, digital portfolios and reflective on-
line diaries,113 interdependence, research methodologies and module evalu-
ation.114 (See also Appendix VII) 

109 LeBaron, Pulkkinen, and Scollin (2000)
110 For example, Blackboard. Blackboard (Blackboard Inc.), often referred to as a Virtual 

Learning Environment (VLE) or an electronic Academic Suite is widely used in higher 
education and incorporates WebCT Inc’s products. http://www.blackboard.com/
Solutions-by-Market/Higher-Education.aspx (accessed 30.07.2009).

111 This was the first collaborative programme validated by the university which was 
designed to use the potential of a virtual learning environment and a blended learning 
approach with dispersed (international) students. The University Validation Panel 
assessed the course as an ‘innovative and leading-edge approach to the fast developing 
area of e-learning and multimedia education’ (report of Chair).

112 Hudson and Pountney (2004)
113 Clegg, Hudson, and Mitchell (2005)
114 Hudson, Hudson, and Steel (2006)
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As I continued my duties as head of ECIM, I considered my work as a 
university teacher on the Masters programme essential to keeping up with 
new developments in my discipline or field. It meant that I was involved 
in on-line teaching which included dissertation supervision as well as a full 
range of academic and administrative activity at programme level, for ex-
ample, link-tutor responsibilities (working between partner institutions) 
and course and programme leadership. 

Learning and teaching strategies and e-learning
The university meanwhile was engaged in pioneering the use of VLEs and 
took the decision to evaluate and then to purchase a proprietary VLE.. 
It was first introduced as a 12-month pilot ‘e-learning project’, and then 
‘rolled out’ across the university a year later, under the auspices of the head 
of educational technology. At the same time ITL became responsible for the 
learning, teaching and assessment strategy under the auspices of the head of 
educational development. The support provided by the institute for both 
LTA and e-learning was seen to be highly effective; but it was problematic 
for good channels of communication in the sense that two interrelated uni-
versity-wide activities were located in the same institute yet were separately 
organised. For example, initially the e-learning project caused much frustra-
tion by being managed as a discrete activity, not least, because the imple-
mentation of the VLE impacted on the work and practices of all staff in the 
super-department, ITL and in particular ECIM. Indeed the effectiveness of 
the work of ITL depended on good channels of communication. 

Tensions and struggles in the field
The ‘rolling out’ of the university VLE had benefits however: for example, 
it meant the provision of added resources and new ‘e-learning’ posts. Thus, 
an e-learning team was formed, under the line management of the head of 
educational technology. New fixed-term e-learning posts, which were de-
scribed as ‘at-elbow’115 were advertised, and ECIM staff were encouraged to 
apply. However, as far as I was aware, none decided to, possibly because of 
the positioning of the e-learning project, which, initially seemed distanced 
(although not in its physical location) from other activity in the ITL.116

The introduction of the VLE was a major project for the university 
and ECIM staff provided much needed extra support. Targets had been 

115 ‘At-elbow’ generally means support on a ‘one- to-one’ basis.
116 E-learning later became an integral part of the Learning Teaching and Assessment 

Strategy.
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set and university teachers (termed ‘early adopters’) became involved. ‘At 
elbow’ support and training were provided and new knowledge and skills 
were quickly acquired by ECIM staff. Many workshops were held for staff 
across the university, with the e-learning team and staff in ECIM working 
together to provide support. 

In 2002, the struggle to secure permanent posts for ECIM staff was fi-
nally achieved. This meant however that new job descriptions and posts 
needed to be created to ensure that equal opportunities policies were be-
ing followed, to allow for professional development and career progression 
and also to extend and strengthen key areas of the work, which was now 
more closely aligned to LTA. 

In terms of professional development, staff were encouraged to gain ex-
perience of university teaching and to become involved in researching or 
evaluating the use of new technologies in teaching and learning. Research 
and development projects continued to provide opportunities for staff to 
develop technological skills, explore the affordances of the new technologies, 
and to coordinate and manage development. Thus, the new job descrip-
tions were multi-dimensional and aimed to strengthen and balance peda-
gogical and technological dimensions of the work whilst opening up career 
routes leading either towards academic or teaching and learning posts, or 
to work of a more technological nature should that be the wish. (See Ap-
pendix VI for an example of a person specification developed for a tenured 
Senior Developers post.)

The resultant job security was generally considered positively; however, 
shifting from old to new contracts was more problematic. One difficulty 
was that tenured posts needed to be advertised and staff, therefore, were 
compelled to apply for the newly constituted posts. This caused consider-
able unease, even though the benefits seemed to outweigh the difficulties. 
Indeed having tenured positions explicitly endorsed the work of ECIM and 
the knowledge and skills of the staff. However, ‘the stakes’ of the game117 
had been raised, in the sense that ECIM acquired important cultural and 
economic capital – i.e. tenured posts. Whilst this could be seen as a suc-
cessful outcome for the staff as a whole and the Centre, its impact varied 
as we shall see. 

Political imperatives and moves towards performativity
Under the leadership of the previous principal and Vice-Chancellor (1983 
- 1998) and attendant management regime, the university had continued 
its long-standing commitment to creating opportunities for students from 

117  Bourdieu and Wacquant (1992, p. 99)
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disadvantaged parts of the region. However, widening participation became 
a policy imperative for UK universities at the turn of the century, often 
against a backdrop of financial constraint. 

One outcome was that the introduction of e-learning and virtual learning 
environments was presented as a solution to the twin concerns of widen-
ing participation and limiting costs.118 For example, VLEs were being pur-
sued as learning environments aimed at creating more open, effective and 
creative conditions for teaching and learning, while utilisation of VLEs was 
linked to targets and statistics about user access. At the same time complex 
social processes and events were reduced to figures and seemingly arbitrary 
categories of judgement,119 with concerns about quantity and throughput 
overriding those of quality and depth of learning.

As the VLE was ‘rolled out’ locally, it became increasingly difficult to 
discuss or critique the process of implementation. Whilst I was well aware 
that uncertainty and risk are implicit aspects of innovative projects, I felt 
compelled, at a particular point, to express my view about risk related to 
the quality of the student experience and summative assessment, which 
also implicated relatively inexperienced (newly appointed) staff in ECIM 
in the process. However, it was made clear to me that neither criticism nor 
dissension would be tolerated. Once again I felt increasing discomfort with 
my working environment.120 

My general critique found its way into a paper written with colleagues 
which took a strong stance against technological determinism and called 
for space for critical discourse.121 I remember feeling anxious about the con-
tent of the paper but equally strongly committed to the position taken. My 
anxiety was linked to fear of a hostile and intolerant work environment but 
was also to do with breaking through the barriers which I had constructed 
to protect my own passion and commitment to technologies and change. 
Micro-politics had finally intruded into my boundaried professional life!

On a more encouraging note, in 2004 the university initiated fellowship 
awards to teams and individual members of staff involved in teaching and 
learning support. This initiative paralleled discussion across the broader 
field of higher education in the UK about the need to reward ‘excellence’ 

118  NCIHE (1997); Bacsich and Ash (1999); Ash (2000)
119  Ball (2003, p. 27)
120 Ball (2000, p. 20) describes such situations as a ‘disjuncture between policy and 

preferred practice’ which often leads to a tension between ‘the teachers own judgments 
about ‘good practice’ and students ‘needs’ on the one hand, and the rigors of perform-
ance on the other’.

121 Clegg, Hudson, and Steel (2003)
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in teaching in higher education’.122 I contributed to a collaborative appli-
cation for a team fellowship, as a member of the European Masters pro-
gramme team (mentioned earlier), which emphasised the innovative work 
of the intra-university programme and sought funding to support annual 
student-led ‘face to face’ conferences. The bid was successful, the fellowship 
was awarded to the tutor team and an annual student conference was fund-
ed for three years (and has continued ever since). The conference brought 
together in a comfortable social setting cohorts of geographically-dispersed 
students, who had previously only communicated with each other through 
video conferencing and VLEs. I also later received a personal fellowship for 
my general contribution to learning, teaching and assessment in the univer-
sity and in particular for my work with ePorfolios. Interestingly, university 
awards in the form of ‘fellowships’, and ‘distinguished teachers awards’ in-
creased in the UK123 and in other countries too, primarily aimed at moti-
vating teachers and improving teaching and learning. 

Indicators of success and restructuring: a paradox
According to general indicators of effectiveness in higher education, the 
super-department and staff within it had established strong reputations in 
their respective fields and sub-fields, both locally and nationally, particu-
larly with regard to participation in national and international projects, as-
sociations and organisations. Moreover, we were well informed about cur-
rent university practices and procedures and continued to develop a wide 
range of specialist knowledge. This breadth of expertise seemed most effec-
tive when work was collaborative, which was evident due to the integrative 
approaches taken by staff across the super-department to support develop-
ment in learning, teaching and assessment. For example, university-wide ef-
forts to gain funding included successful bids to the Fund for the Develop-
ment of Teaching and Learning,124 Centres for Excellence in Teaching and 

122 National Teaching Fellowships: http://www.heacademy.ac.uk/ourwork/professional/
ntfs (accessed 02.04.2008).

123 Information on teaching awards: http://www.teachingawards.com/ (accessed 
02.04.2008).

124 Fund for Development in Teaching and Learning, established in 1995 to stimulate de-
velopments in teaching and learning in higher education and encourage good teaching 
and learning practice. http://www.heacademy.ac.uk/ourwork/networks/fdtl (accessed 
12.08.2009).
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Learning125 and the National Teaching Fellowship Scheme126 all of which 
required evidence of collaboration and competence. 

The effectiveness of university strategies to improve teaching in the uni-
versity also, to some extent, was validated by its highly-ranked position for 
‘quality teaching’ in 2006, a substantial improvement on its previous posi-
tion in 1995. However, it also needs to be remembered that these indica-
tors can be criticised as ‘performative’ in the sense that they confirm the 
status quo/rules of the game that need to be adhered to.  Nevertheless the 
outcome for the university was well deserved and a marker of success. In-
terestingly the period covered by the quality teaching table was 1995-2001 
yet the results were published towards the end of 2006. This was after the 
university had moved into its next restructuring (starting in 2005). 

The second restructuring: ‘a values-based approach’
Just before the second restructuring took place, the director of the super-
department (Centre for Learning) left to take up a post in another univer-
sity. A new director was appointed but remained a few months only, after 
which the post was abolished. The second restructuring brought together 
IT Services and the Centre for Learning (including ITL and ECIM), into 
one very large mega-department which was headed by the chief information 
officer responsible for the information systems of the university. 

This new mega-department was the second largest in the university, ex-
ceeded only by Estates which had responsibility for university buildings. 
The main ‘driver’ for change had been clearly financial, and included the 
goals of reduction in the cost of ‘services’, ‘the need to demonstrate value’, 
reduction in staffing costs and reduced flexibility in staffing levels, even 
though the overt mission of the new mega-department was to enhance ‘the 
learning experience’.127

The combination of two such large departments required changes in de-
partmental structure, job descriptions, practices, management styles, values 
and so on. Thus a consultation process took place which sought to combine 

125 Centres for Excellence in Teaching and Learning were established in 2005 to reward 
excellence in teaching practice and to bring benefits to students, university teachers and 
higher education institutions. http://www.hefce.ac.uk/Learning/TInits/cetl/ (accessed 
30.07.2009).

126 National Teaching Fellowship scheme, launched in 2000 and reviewed in 2005, is 
an award for individual excellence in teaching in higher education in England and 
Northern Ireland. http://www.heacademy.ac.uk/ourwork/professional/ntfs (accessed 
30.07.2009).

127 The source of this information (accessed 09.03.2008) is no longer available on the web.
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a ‘values-based approach with corporate change’ and which included ‘val-
ues workshops’ and ‘values assessment’. ‘Corporate Transformation Tools’ 
were introduced (i.e. industry and government-created technologies for in-
stitutional change) which drew on Maslow’s Hierarchy of Needs.128 Policy 
technologies were thus adopted which seemed primarily aimed at control-
ling and directing people and, as Ball shows, this deployment of techniques 
served to routinise staff activities and capabilities. 

Policy technologies involve the calculated deployment of techniques 
and artefacts to organise human forces and capabilities into 
functioning networks of power. Various disparate elements are inter-
related within these technologies; involving architectural forms, 
functional tests and procedures, relations of hierarchy, strategies of 
motivation and mechanisms of reformation or therapy.  
 (Ball, 2003, p. 216)

The values workshops included participants from different units of the mega-
department and from different status levels, and seemed effective both in 
promoting collegiality and reinforcing the social order. At a personal level, 
I found the workshops intrusive and superficial, and a reinforcement of 
what was arguably a disputed interpretation of consultation. Indeed staff 
seemed to be subjected to what might be termed corporate indoctrination. 
The overall restructuring process constituted to my mind more of a rein-
forcement of social control in order to impose the values of the dominant 
group than a process of democracy. 

Also at the start of 2005, the head of the Institute for Teaching and 
Learning reached retirement age. This was a personal and professional loss 
since both he and the previous director of the Centre for Learning (the 
super-department) had been strongly supportive of ECIM. The vacated 
post was advertised internally as covering educational development, edu-
cational technology and higher education research, and applications were 
submitted by three senior members of staff responsible respectively for the 
three areas in the advertisement. The head of educational technology was 
appointed to the post, a decision which was to have a significant impact 
on my professional career.

Divisions between new professionals
As already mentioned the second restructuring included changes to units, 
centres and job titles. The ITL retained its title, possibly due to the capital 

128 Maslow (1943) 
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associated with what had been seen to be a successful ‘product’.129 However, 
it was split into two main areas of work: one emphasising ‘innovation’130 
which initially focused on the use of digital technologies and e-learning, 
and one emphasising ‘academic practice’131 meaning support for teaching 
and learning.

Jobs were reclassified and staff once more had to apply for ‘their’ jobs. 
Mostly, colleagues from ECIM moved into the area which focused on in-
novation and took the opportunity presented of moving on to higher-sta-
tus academic scales. 

When it came to my own job profile, in the fifteen years of the exist-
ence of the Centre, I had been involved in a range of activities associated 
respectively with educational development, learning technology, teaching 
and learning and higher education research, as well as having leadership and 
management responsibilities. Thus my work had been multi-dimensional, 
a characteristic of new professionals in higher education, as we have seen. 
However, I still identified primarily as a university teacher, although I was 
not working in teacher education nor was I based in a specific subject dis-
cipline. I had traversed different communities of practice, such as those of 
managers, teachers, researchers, educational developers and learning tech-
nologists and therefore had developed a multi-disciplinary identity.

At the time of the second restructuring, I thus found myself at a career 
crossroads and took the decision to move away from management and to-
wards practical engagement in issues concerned, as before, with strength-
ening the relationship between research and practice and between the use 
of information and communication technologies and media and teaching 
and learning. However, I found, like Schön, that the process of reform had 
eroded concepts of role and function without anything clear to replace 
them.132 Indeed the organisational space133 in which I found myself offered 
little support for any meaningful decision.

129 Ibid. (p. 99)
130 Schön (1967, p. xv) argues that in business and industry, innovation and technology 

tend to be closely aligned. However innovation is often singled out by academics as 
overly-political and viewed with resentment (Land, 2001) though it is a key priority in 
teaching and learning in a recent report on educational development units in the UK 
(Gosling, 2008).  

131 These areas later developed to include a curriculum and professional development/stra-
tegic development, educational change, curriculum innovation and creative develop-
ment (10.05.2008).

132 Schon (1967, p. 195)
133 Land (2006, p. 107) argues for example that new professionals find themselves located 

in organisational spaces that are not seen to have educational agency, or to be ‘academic’.
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Nevertheless, I was determined to approach the (second) restructuring 
positively and to trust that the reorganisation would make possible ‘the 
abandonment of old positions without the loss of self ’.134 In other words, 
I wanted to trust the process of change to be ethical and have considera-
tion of individual career route, professional identity, capital and values. 
However, based on evidence to the contrary I grew increasingly concerned 
about the process.

The divide between the two areas in the ITL created a dilemma for me 
personally. The gaps or spaces that I had worked hard to fill (between in-
novation, theory and practice etc.) seemed to be reinforced not dissolved 
by the new structure of the institute. I chose to move into the area of aca-
demic practice, in which higher educational research was also located. How-
ever, the new head of the institute and the chief information officer both 
indicated that that they did not expect staff members to work across the 
divide, between the two areas. This expectation was, it seemed to me, un-
compromising, profoundly limiting, unnecessarily divisive, professionally 
unacceptable and irresolvable. Accordingly I actively began to seek other 
career opportunities.

One opportunity that presented itself was to continue in the area of work 
and study for a doctorate at Umeå University in Sweden. This arose in part 
from the productive relationships established in European projects and part-
nerships earlier, and interest shown in my area of work. The position was 
based in the Department of Interactive Media and Learning in the Faculty 
of Teacher Education, Umeå University – a department well known to me 
as one which had in the past sought to develop innovative approaches to the 
use of cutting edge technology, educational work and educational research. 
Completing a doctorate was something I had wanted to do for many years 
and I was delighted to be offered the support to do so. Thus, at the time of 
writing, I continue to seek to work across the boundaries between, theory 
and practice, educational development and learning technology with pre-
vious and new colleagues, though in a new institutional context. 

Part III. Reflection and summary
Reflection
I want to end this autobiographical narrative by reflecting on two aspects 
in particular: values and habitus, and also by discussing some of the key 
features of my professional journey. Following Bourdieu, it seems that the 
values I have held, and how my social, cultural and economic capital have 

134 Schön (1967, p. 203) 
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accrued, my personal disposition shaped by social characteristics such as age, 
gender, class, nationality, ethnicity and education, my location in an intel-
lectual field and the strategies adopted by other players in the game; all of 
these have played a part in my career pathway through (one) new university 
and its continually re-formed nexus of power. A new regime of power set out 
to persuade me to compromise my values and integrity, and turn my back 
on my subject discipline and area of expertise. However, my practices have 
continued to be aimed at research and innovation,135 in particular through 
my work with digital technologies and teaching and learning. 

Habitus, and in particular gender, has been a determining factor in the 
development of my professional identity and career advancement. It was a 
factor in my earliest educational experiences and in my decision to teach, 
and it also played a part in the eventual outcome of the various university 
restructurings with which I was faced. For example, the core group of aca-
demic staff who were my colleagues and who worked in ITL throughout 
the third phase covered by my narrative comprised seven permanent aca-
demic staff (including myself ) – three men and four women.136 Following 
the appointment of a new head of the institute and the (second) restructur-
ing process, the three male staff (initially) remained in the institute (one as 
the new head) while of the women, three felt compelled to take up posts 
elsewhere so that their values and work would be better recognised. On 
leaving the university at least one gained better remuneration and more 
scope for leadership, and two considerably increased their intellectual scope. 
Thus the women exercised positive agency in the situation. The overall shift 
within the new mega-department, arguably from academic to a technical 
and managerial orientation, resulted in the consolidation of male staff with 
institutional status strengthening their positions in the new regime. This 
suggests that new managerialism with its increasing emphasis on the use of 
new technologies as objects and processes of control, is likely to promote a 
gender regime favouring men.137

Summary
An aim of this narrative is to provide an account of the impact on an indi-
vidual of the emergence, in one higher education institution, of new prac-
tices, infrastructures and micro-political changes. Accompanying such struc-
tural and discursive shifts, we have seen the emergence of the new forms 

135 Schön (1967)
136 Other staff joined the institute during that period.
137 Lawn and Ozga (1981); Dillabough (1999); Clegg (2001); Ball (2003, p. 227).
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of higher education professionals and new sub-fields of academic practice, 
exemplified by educational development and e-learning. The narrative has 
sought to understand the relationship between technology and change and 
to show how social and cultural capital is advanced, valued and devalued. 
It also notes the impact of habitus and disposition, and the effects of recent 
new public management regimes,138 technologies of change and performa-
tive cultures.139 Particularly evident is how new (and old) professionals are 
rendered vulnerable by indomitable regimes of power.

In this professional autobiographical narrative, I have identified a number 
of phases of my life which seemed particularly significant. First was my pri-
mary school experience where social order and ‘place’ were firmly established; 
second was my secondary school experience in the 1970s, which shaped my 
subsequent subject interest and decision to become a teacher; third was my 
early ‘pioneering’ work in the university/department in the 1990s on teach-
ing and learning and the use of new technologies and fourth, was my pro-
fessional and ethical struggles from the start of the millennium onwards. 

During the period covered by the narrative, the most enduring dimen-
sion has been my continued fascination with the application of information 
and communication technologies and multimedia to teaching and learning, 
combined also with an interest in the relationship between research, prac-
tice and professional development. These interrelated dimensions, ironically, 
mark me out as an ‘old’ professional and, as the latter part of the narrative 
shows, have affected the stakes of the game in which I was involved.

Bourdieu interprets the stakes of any game as the product of competi-
tion between players; thus the strategies of the ‘player’ and everything that 
defines the game are functional,
 

…a function not only of the volume and structure of his capital 
at the moment under consideration and of the game of chances 
[…] they guarantee him, but also of the evolution over time of the 
volume and structure of this capital, that is, of his social trajectory 
and of the dispositions (habitus) constituted in the prolonged 
relation to a definite distribution of objective chances. 
 (Bourdieu and Wacquant, 1992, p. 99, italics original emphasis)

 
Thus, according to Bourdieu, the volume and structure of capital and dis-
position and the strategies adopted by players in the game determine the 
outcome of any possible competition over capital. When the stakes become 

138 Deem (1998; 2003)
139 Ball (2003) 
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high, symbolic rather than physical violence is used as a source of power 
which constitutes a danger to the modes of action of individuals. It can be 
exercised as a technology of control, for example as in the ‘values workshops’ 
or as a feature of the disposition of individual, though powerful agents. As 
mentioned earlier,140 symbolic violence is used socially by a holder of social 
capital against those with less capital, conveyed for example through looks, 
gestures and body language. 

Within any field, or space of ‘active forces’ and struggles, there are ‘stakes’ 
and ‘investment in the game’, competition between players and sometimes 
ferocious opposition, all of which indicate belief that the game is worth 
participating in. This echoes my own earlier delight in team sport, and also 
of the events in the institute and university from the 1990s onwards. My 
initial understanding was that players acknowledge, agree and abide by the 
rules of the game. However, I was always aware that the rules of a game can 
be changed or abandoned. The question then is to what extent does this af-
fect the game and one’s position and agency in the field of play?

When I entered higher education, first as a student and then a teacher, I 
instinctively sought to cross boundaries. At the same time, I remained fas-
cinated by a particular topic, the potential of new technologies that can be 
used to support teaching and learning. This remains very rewarding for me 
personally and in terms of my accrued social and cultural capital. However, 
my identity as a new professional took me into an unforeseen political envi-
ronment where practice became increasingly influenced, not by fundamen-
tal values and ethics but by technologies of power and control.141

Thus in looking back, my professional identity is as a teacher across 
three dimensions:
•	 as	‘pioneer’,	exploring,	taking	risks,	crossing	boundaries	and	borders
•	 as	‘actor’,	following	the	logic	of	the	situation,	and	being	drawn	(subtly	

or otherwise) towards agendas of performativity as a means of social 
control

•	 as	‘scholar’,	reflexive	and	subject	to	‘the	struggle	over	the	teacher’s	
soul’.142

One outcome of this thesis is that I have been able to analyse particular 
phases in my own professional journey and now have also, I hope, a more 
nuanced understanding of events, the relationship between technology and 
change and politics in higher education. It has also drawn me to make some 

140 See also chapter two.
141 Trowler (1998, p. 44); Deem (1998, 2003); Ball (2003).
142 Ball (2003, p. 217)
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interesting comparisons between, for example, my early experience of the 
reform of the school system in the 1970s, and the restructuring of the Insti-
tute of Teaching and Learning in 2005. Both organisations (including the 
super-department) were originally established in response to demands for 
educational expansion and were perceived as successful in terms of achiev-
ing their original aims. At the same time individuals within both organi-
sations could be described as having accrued ‘valuable’ social and cultural 
capital. Both organisations were also affected by educational policy and both 
were gendered, though in different ways. The school had mainly women in 
senior staff positions who were eventually compelled to seek other posts or 
lose their status (or jobs) on the eventual closure of the school; while the 
impact of reform on the ITL also compelled a senior group of women to 
seek more appropriate professional environments.

Furthermore, I have sought to show how policy technologies and the 
employment of symbolic capital by the dominant group has been a means 
of constraining professional autonomy and authenticity, and de-profes-
sionalisation. 

Finally, above all else, various theorists (Bourdieu, Schön and Ball) have 
helped me to analyse the on-going relationship between technology and 
change and my own professional struggles as a social agent working between 
different sub-fields of power. 

 As stated at the outset of this chapter, this is a personal story told from 
a particular point of view and may be interpreted in many ways. Reflecting 
on the two main educational restructurings which were influential on my 
professional work has helped me to understand the difficulties that I sensed 
and the discomfort I experienced particularly with the latter restructuring. 
My sense is that on the surface both restructurings were responses to social, 
cultural and economic imperatives where new technologies as both objects 
and processes were implicated. However, I am forced to conclude that the 
first restructuring in the mid-1990s had at its centre support for teaching 
and learning and was thus largely guided by academic values, in contrast 
to the second restructuring in 2005, which was dominated by managerial-
ism and policy technologies shaped by corporate values. 
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Chapter 6. Educational development: 
literature review      

Introduction
In the last chapter I showed how changes and restructurings of higher edu-
cation as a result of expansion, technological development and performa-
tivity impacted on one new professional (myself ). I also characterised my 
occupation as that of a new professional committed equally to supporting 
teaching, learning and scholarly activity (educational development) and 
fully utilising new technology. In this chapter, I explore educational devel-
opment (and the work of educational developers) and its background, prac-
tices, perspectives of research and positioning as one form of new profes-
sionalism in higher education. The chapter concludes by identifying some 
of the challenges with which the sub-field is confronted. 

As mentioned in earlier chapters and following Bourdieu, the term field 
has been used in this thesis to conceptualise a broad area of academic prac-
tice i.e. of university academics as teachers, researchers and to some extent 
learners in higher education. The term sub-field is used for educational de-
velopment in this chapter (and learning technology in the next), to denote 
that it is subsidiary to the broader area of academic practice. As Bourdieu 
argues, the logic of field and sub-field are determined by the active charac-
teristics and properties of the field. This chapter and the next explore the 
broader contextual literature and specific texts on practice in the sub-fields 
of educational development and learning technology.

Background 
As we have seen, the expansion of universities in the 1990s created greater 
demands on university staff to acquire pedagogical skills which would ad-
dress the needs of an increasingly diverse student body. It became the job 
of educational developers, working often in specialised units, to ensure that 
academics acquired the necessary pedagogies and practices. However the de-
bate on the relationship between teaching, learning and research in higher 
education has a history of more than four decades, at least. 

For example, the Robbins Report (1963) had considered university ed-
ucation expansion and its implications, and called for new approaches to 
management, while the Hale Report (1964) provoked a debate on the suit-
ability or otherwise of university teaching methods. Parallel to this, as we 
have already seen, Gosling identifies ‘central staff development units’ as being 
formed in the 1960s to support the improvement of academic practice in 
the UK (Gosling, 2008, p. 8). In Australia, similarly-oriented units sought 
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to ‘provide university-wide support and to enhance the quality of teach-
ing, learning and scholarship and to promote the continuing professional 
development of staff ’ (Review of Higher Education Financing and Policy, 
1997: point 1), while in Sweden in the 1970s, discourses on teaching and 
learning emphasised the importance of linking research to university prac-
tice, encouraged by the (Swedish) Network for Educational Development 
in Higher Education, (Kallos, 1976). 

Gosling notes that some of the ‘first units’ for educational development 
in the UK were established in the 1960s, ‘often with a focus on education-
al technology’. However, the speed of growth and expansion of units with 
the brief to support teaching and learning in universities accelerated in the 
1990s, with forty five created between 1990 and 2000. This steady growth 
tailed off between 2001 and 2005 with only nine new units created (Gos-
ling, 2008, p. 9). (See also Fig. 1, chapter three).

The discourses and practice of educational developers reflect the require-
ment placed on university teachers to respond to what were seen as far reach-
ing effects of globalising policies of widening participation and expansion 
as well as marketisation on higher education working practices. Thus, Land 
(2004, p. 2) describes the establishment of units of educational develop-
ment in the 1990s (in the UK) as ‘a strategic and operational means of help-
ing academic staff to accommodate and cope with such rapid changes in 
practice and organisation’. Meanwhile, in Australia, against a background 
of competing conceptions of educational development and later academic 
development, Brew and Boud warn of fragmentation calling for new frame-
works to take account of new roles and the changing circumstances of in-
stitutions (Brew and Boud, 1996). 

In the first decade of the twenty-first century, university teachers were 
still being pressed to respond to the increased diversification of the student 
body as well having to work in a more politicised and financially-driven 
context. This and the various restructurings being carried out in specific 
institutions had an impact on educational development units which were 
increasingly becoming centralised under the control of a Pro-Vice-Chan-
cellor or a Vice-Principle, although ‘nearly half had dual lines of reporting’ 
(Gosling, 2008, p. 11). However, excepting analysis of different forms of 
support to academics to improve their practice which provided the core 
work of educational development, the sub-field seemed otherwise theoreti-
cally under-developed (see also Brew, 2006). As Land (2004, p. 1), argues, 
‘educational development’ is a ‘little understood activity’ such that perhaps 
the next decade would be a pivotal and defining period ‘in the short history 
of educational development’ (ibid. p. 198). Thus, Land’s book, Educational 
Development: Discourse, Identity and Practice, was a response to demands for 
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more reflection on the nature of educational development and how it could 
gain better professional recognition. More recent reflections continue to 
place emphasis on the field becoming ‘a profession or discipline in its own 
right’ (Grant, et al., 2009), thus highlighting the need to build a common 
body of knowledge (Taylor, 2009), and also turn towards the career trajec-
tory of the next (‘third’) generation (Lee, et al., 2008).

Educational development is thus in one sense an established sub-field and 
in another, in urgent need of the application of intellectual rigour. Issues that 
demand more investigation included the nature of the sub-field itself. Is it, 
for example, a ‘field concerned with the development of teaching and learn-
ing in higher education’ (Rowland, 2001, p. 164), or a set of strategic prac-
tices (Macdonald, 2003; Roxå and Mårtensson, 2005) – or a combination 
of both? Is it a discipline in its own right as Bath and Smith (2004) argue, or 
one of several new professional communities of practice (Land, 2001; Brew, 
2003b; Taylor, 2005)? If it is a community, then it is clearly a fragmented 
one since the term, educational developer, is contested and definitions of 
the role, practices and purpose of educational development are constantly 
being redefined (Trigwell, et al., 2000; Rowland, 2001; Land, 2001; Roxå 
and Mårtensson, 2005; Brew, 2007; Gosling, 2008; Lee, et al. 2008). 

Undoubtedly, at various periods educational development has been a dy-
namic and productive sub-field with innovative and reflective practitioners 
which has reconstructed its relationships with other areas of university prac-
tice (fields and sub-fields), and in relation to prevailing national and insti-
tutional policy and new power regimes, as is shown in the autobiographical 
narrative. The growing power-base is evident world-wide, for example, in 
the emergence of associations and networks such as the International Con-
sortium for Educational Development (ICED), established in 1993, with 
an international conference and associated journal, International Journal for 
Academic Development. Similarly, the International Society for the Schol-
arship of Teaching and Learning (ISSOTL) established in 2004 has as its 
main aim to ‘foster inquiry and disseminate findings about what improves 
and articulates post-secondary learning and teaching’ (ISSOTL, 2006). 

In the UK the sub-field has also drawn strength and power from a pro-
liferation of professional development programmes for higher education, 
for example, Professional Development Frameworks (SEDA), the UK Pro-
fessional Standards Framework (Higher Education Academy, 2006), and 
as noted in the last chapter, rewards systems which promote ‘high qual-
ity’ teaching such as the National Teaching Fellowship (Higher Education 
Academy). Thus, we can see that in recent years the sub-field of educational 
development has matured (Gosling, 2008) although it remains fragmented 
and uncertain about its future (Land, 2004, 2006). Brew, in Australia, and 
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Gosling, in the UK, identify growing challenges as institutional managers 
place greater demands of accountability on academic/educational developers 
to improve the student learning experience (Brew, 2007; Gosling, 2009).

 
Review of selected empirical studies of practice and 
professional awards
Various attempts have been made to capture, explain and define the range of 
practices associated with educational development, drawing on different per-
spectives and methods, and with varying outcomes. However, in UK higher 
education, other than Gosling’s studies for HEDG, there are few empirical 
studies on what educational developers do and in particular on the relation-
ship between educational development and new technology. This section 
reviews eight texts, five from the UK and three from Australasia, chosen 
because they are based on empirical studies and characterise the ideologies 
and practices of educational developers. (See chapter three for the criteria 
used to search for and select the texts.) The aim is to identify the practices 
and characteristics underpinning the work of educational developers and 
thus further determine Bourdieu’s ‘logic’ of the sub-field. The review uses 
the conceptual framework (discussed in chapter three) of scholarship, prin-
ciples of university teaching, change and transformation.143 

Practices are clustered under four headings: 
•	 research	and	scholarship
•	 teaching	and	learning
•	 application	and	integration	
•	 supporting	strategy	and	change	(which	includes	management	and	

leadership and improving the quality of teaching and learning).

Following this, two other subsidiary topics are discussed: identity and in-
tegrity, the latter of which is identified as an overarching principle of uni-
versity professionals, and working with new technologies. 

Research and scholarship
Research and scholarship are frequently mentioned activities of education-
al developers. By this is meant that educational developers are seen to en-
gage regularly in critical reflection and research on teaching and learning as 
well as helping others to reflect on their own practice. However, different 
perspectives on research and scholarship are evident, for example regard-

143 The framework used to guide the analysis, the selected texts and the approach taken to 
the analysis are discussed in chapter three on methodology and methods. A list of the 
texts can also be found in Appendix I.
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ing methodologies, the nature of knowledge and the purpose of research. 
Thus, in one text a distinction is made between carrying out research into 
teaching and learning, promoting the scholarship of teaching and learning, 
and encouraging research into teaching and learning, in order for example, 
to enhance the ranking of the university in the research assessment exercise 
(Gosling, 2008). Also noted is the tension within educational development 
between ‘doing’ and ‘supporting’.

There are many misunderstandings about the remit of educational 
development and a tension between the need to carry out research 
in this area and the need to provide support. 
 (respondent in Gosling, ibid., p. 38)

Scholarship is consistently mentioned throughout the texts and research is 
clearly an important area of practice for educational developers. However 
both the texts on practice and the general literature in the field, suggest 
that educational developers have a range of views about their role regard-
ing research and scholarship.

Teaching and learning
Teaching and learning are also frequently mentioned in the chosen texts, 
in particular the range of different teaching activities undertaken by edu-
cational developers which include consultancy and mentoring (Bath and 
Smith, 2004; Taylor, 2005), supervising research (Fraser, 2001) and train-
ing (Gosling, 2001, 2008). Most significant is the trend towards the teach-
ing and organisation of formalised professional development programmes 
for teaching staff involving accreditation and qualification. This aspect 
of practice is directly related to national policy and the UK Professional 
Standards Framework set for Teaching and Supporting Learning in Higher 
Education. A recent study identifies three main areas of support for teach-
ing as follows:

(1) providing staff/professional development relating to teaching 
and learning; (2) having responsibility for initial professional 
development of teaching staff (e.g. through a Post Graduate 
Certificate (PGCert), and (3) having responsibility for training for 
postgraduates who have teaching duties...   
 (Gosling, 2008, p. 16)

This means that educational developers have become responsible for plan-
ning and delivering staff development courses as well as for one-off and 
other shorter training sessions. 
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Application and integration 
Also well-represented in the chosen texts are activities to do with the appli-
cation of knowledge and understanding in context. This includes getting to 
know the community, learning to work in the community and/or adjusting 
teaching to context/student. For example the results of a study on the lead-
ership experience of academic specialists suggests that being able to adapt 
to different contexts is important to educational development. 

Knowing in community was the strongest theme in this data set, 
and is well represented in the results. These developers clearly 
engaged in knowing their academic communities in the Palmer 
(1998) sense of actively sharing goals, resources, and problem 
solving.  (Taylor, 2005, p. 42)

Reference to cross-disciplinary practice and integrative practices (giving 
meaning to isolated facts) are not made explicit, apart from the importance 
of team building (Taylor, 2005) and development of culture of collabora-
tion (Gosling, 2008). This omission is particularly interesting given that 
the Scholarship of Integration (Boyer, 1990) is held to be a primary driver 
of new professionalism (and therefore one might suppose educational de-
velopment) (Savage and Betts, 2005; Snoek, et al., 2009). 

Nevertheless, teaching, learning, application and integration are visible 
in many characterisations of practices of educational development. For 
example Land (2001) identifies twelve ‘orientations’ that capture the ‘at-
titudes, knowledge, aims and action tendencies of academic developers’, 
two of which are: ‘internal consultant’ and ‘modeler-broker’, each indicat-
ing practices of application and integration (ibid, p. 4). As ‘internal con-
sultant’, the educational developer emphasises context.

There is then a period of ‘sensemaking’ in which the consultant 
attempts to analyse the complexity of the learning environment 
and frame some understanding of it. This respondent, drawing on 
Lave and Wenger’s (1991) concept of situated cognition, sees its 
‘situatedness’ as important.  (Land, 2004, p. 101)

As a ‘modeler-broker’, the educational developer emphasises good collabo-
ration.

This kind of orientation is associated with a discourse of educational 
development as a form of brokerage. Putting those who might 
benefit in touch with those who have valuable practice to offer. 
But effective brokerage, as the following respondent emphasizes, is 
dependant on good collaboration.  (Land, 2004, p. 106)
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Such academic practice builds on shared professional understandings and 
the tacit knowledge of experienced university teachers but is increasingly 
being replaced by teaching and learning strategies with specific achievement 
targets and formal accredited professional development programmes with 
measureable outcomes.

I guess the jargon is not very popular with a lot of people, but 
actually it is good having performance management which sets 
targets which are informed by the institutional strategy and that are 
relying on individuals’ work and when that person doesn’t deliver it 
is not that difficult to move them on, or develop them.
 (respondent in: Gosling, 2008, p. 33)

Supporting strategy and change: management and leadership
Practices supporting institutional strategy feature extensively throughout 
the texts though policy is mentioned less which suggests that the relation-
ship of educational developers to policy development is generally related to 
implementation rather than policy creation. In general, strategic activity is 
interpreted as planned action designed to achieve a particular goal which 
is most usually generated though institutional or government policy. How-
ever, there are often subtle differences in the way strategic activity is imple-
mented i.e. target-based with an emphasis on throughput or project-based 
with an emphasis on themes.

Thus, educational developers may be required to, for example, help col-
leagues to improve the quality of their teaching, manage processes of ac-
countability or support staff going through audits (Gosling, 2001, 2008). 
They may be required to facilitate university-wide teaching strategies relat-
ed to professional development or ‘oversee’ the ‘implementation’ of learn-
ing and teaching strategies (Taylor, 2005; Gosling, 2008). In one text the 
responsibilities of educational unit directors are identified as both strategic 
and developmental and as:

…likely to include coordinating comprehensive teaching and 
learning “Foundations” programs for new academic staff, teaching 
a course on university learning and teaching, developing policy, 
and facilitating systemic, university-wide teaching development 
initiatives.  (Taylor, 2005, p. 34)

Strategic, developmental and innovative approaches are highlighted in a 
most recent study of educational development practice where two major 
strands to the work of educational developers are professional development 
and strategic responsibility: 
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(1) professional development of staff relating to learning and 
teaching and other academic duties, and (2) a shared strategic 
responsibility for implementation of the learning, teaching and 
assessment strategy, encouragement of innovation and enhancing 
teaching quality.  (Gosling, 2008, p. 18)

Indeed all the selected texts refer to working within a context of moderni-
sation and rapid change. In one text, thus ‘managerial’, ‘political-strategic’, 
‘entrepreneurial’, and ‘opportunistic’ all feature as descriptors to denote the 
orientation of educational developers (Land, 2004). Interestingly, explic-
it references to ‘innovation’ appear more often in texts from the UK than 
from Australasia which may reflect the less managerial ethos in Australian 
universities suggested by Andresen (2000a, p. 27), as we will see later in 
this chapter, or the business orientation and emphasis on ‘change’ of UK 
universities in their concern to become ‘entrepreneurial’ (Clark, 1998). 

Identity and integrity 
Other factors that one might have anticipated to have seen in the texts in-
clude developing a sense of the identity and integrity of the university teacher 
(as referred to in Palmer, 1998). Exceptionally, identity, integrity and values 
are noted in one text as pertinent to ‘academic development’ in terms of 
leadership (Taylor, 2005). Otherwise, the chosen texts refer most often to 
the importance of ‘professionalism’, and of having a professional ‘role’ and 
‘values’. One senses from the quotation below, however, that this viewpoint 
is shaped more by idealism than by reality. Here is provided what seems to 
be a ‘wish-list’ of demonstrable qualities of academic developers.

Dimensions of leadership are evidenced in every aspect of the 
academic development role. By exercising identity, integrity, and 
growth in their teaching, developers demonstrate the credibility, 
fairness, honesty, connection, enthusiasm, genuineness, commitment, 
competency, sensitivity to values and hopes, broadmindedness, and 
openness characteristic of effective leaders (Kotter, 1990; Kouzes & 
Posner, 1995; Ramsden, 1998).  (Taylor, 2005, p. 43)

We shall see that similar emphasis on professionalism, role and values are 
also found in the texts on the practices of learning technologists. 

New technologies
All texts reviewed refer to the presence of information and communi-
cation technologies and most recently, e-learning. However, apart from 
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training activity being linked to the use of ICT (Gosling, 2001, 2008), ex-
plicit practices to support the new technologies are few. Most texts suggest 
rather that educational development ‘encompasses’ understanding of how 
ICT can be employed in teaching and learning, but that specialist staff are 
responsible for the implementation of the use of ICT and e-learning. In-
deed one text makes a distinction between e-learning development and e-
learning support. 

Thirteen of the new universities had staff with some kind of 
e-learning or learning technology support role, but only eight had 
someone with an e-learning development role. 
 (Gosling, 2008, p. 20)

This portrayal of e-learning/learning technology staff reinforces the view 
that practices associated with learning technologies are seen as specialisms, 
and thus neither part of the educational developer’s role, nor built into uni-
versity structures. Thus the texts as a whole fail to characterise or provide 
examples of support or development of learning technologies. 

Summary
The literature suggests that the work of the educational developer is cur-
rently changing from being informal, wide ranging and varied towards be-
ing more focused on supporting institutional strategy, teaching and learn-
ing and professional development programmes. As we shall see later in this 
chapter this reflects trends towards the centralisation of educational devel-
opment practices in units under the direct control of Pro-Vice-Chancellors 
with responsibilities for teaching and learning. 

We have also seen that new capabilities are being demanded of higher 
education professionals, involving for example, encouraging innovation and 
entrepreneurship in addition to or in place of ‘old’ (conventional) academic 
practices of teaching, learning and research. In this sense, academic life is 
being reformed to take account of the real world and to engage (critically or 
otherwise) with the multiple discourses with which it is confronted (Boyer, 
1990; Barnett, 1997; Land, 2001). Nevertheless the characteristics of prac-
tice identified in this section indicate that there remains a strong emphasis 
on practices associated with support for teaching, learning and research on 
teaching and learning, and a relatively muted response to the market-led 
and competitive national and institutional policy and strategies for higher 
education of recent years. However the texts also reveal that there are dif-
ferent orientations and characterisations of practice and thus many tensions 
within this sub-field. 
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While the most recent text (Gosling, 2008) indicates that educational 
development units and the practices of educational developers are continu-
ously changing, there is less evidence of ‘generational shifts’, which we shall 
see signs of in the next chapter on learning technology. 

Perspectives on research and scholarship
This section explores such differing perspectives on research and scholar-
ship held by educational developers. We have already seen that the notion 
of scholarship is a contested one for educational developers in the sense 
that there are many interpretations about what they do. We have also seen 
the influence of Boyer’s (1990) conceptualisation of a new scholarship and 
the establishment of the sub-field (Trigwell, et al., 2000; Andresen, 2000b; 
Elton, 2001; Macdonald, 2003; Shulman, 2005; Huber and Hutchings, 
2005). Thus, Trigwell, et al. (2000) argue that Boyer’s reworking of the 
concept of scholarship has made a positive difference to how we under-
stand the relationship between research and teaching in the sense that it has 
prompted debate into research methodologies. Similarly, Andresen argues 
that Boyer’s ‘extraordinary’ conception of a ‘scholarship of teaching’ poses 
transformative challenges to conventional day-to-day university teaching 
and academic practice.

Boyer, his colleagues, and successors latched onto the extraordinary 
potential of the idea of ‘scholarship of teaching’, seeing in it a key 
to faculty renewal. They glimpsed its transformative potential. To 
confront the meaning of scholarship is not simply to be called to 
task for how and when to use it, nor is it merely the challenge 
to talk and write with semantic integrity. It is to experience a 
fundamental challenge to the way one operates in academic work, 
hence practicing our teaching in ways that embody and convey 
intellectual integrity. This theme has since been taken up by 
others, and interpreted in ways that are beginning to reveal strong 
implications for day-to-day teaching practice in academia.
 (Andresen, 2000b, p. 139)

Elton suggests the impact of Boyer on teaching and learning is to gener-
ate a re-newed field of research in which learning comes through ‘natural’ 
enquiry.

…nearly 200 years after Humboldt, his ideas have been built into 
curriculum design and extended by Boyer to all kinds of learning. 
The research aspect of the learning experience is now more a natural 
outcome of the teaching-learning system and depends less on the 
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quality of the teacher, while the nature of the link may no longer 
depend on the research excellence of teachers, but rather on their 
ability to encourage and facilitate in their students a problematic 
approach to learning.  (Elton, 2001, p. 50)

Thus learning through enquiry has been constituted as an important task 
for educational developers, for, as Rowland (2005. p. 92) asks, ‘how could 
one enjoy teaching without being fascinated by the subject and wanting to 
find out more about it?’ 

This point is taken up by Shulman (2005) in the foreword of the book 
The Advancement of Teaching and Learning (edited by Huber and Hutch-
ings). Shulman argues that it is the professional responsibility of educators 
to ‘engage continuously in their own efforts to examine the quality of their 
work, its fidelity to their mission, and its impact on students intellectually, 
practically and morally’ (Shulman, 2005: vi). This argument (for research-
based practice) is made for both university teachers and educational devel-
opers since the practice of both groups are likely to benefit.

However, differing perceptions of research and scholarship and differ-
ent views of what working as an educational developer means have some-
times generated conflict and tension. For example, Schön (1995) notes the 
struggles in universities in the USA in the 1990s over epistemology and the 
nature of knowledge. Schön’s powerful narrative of his difficulties in apply-
ing a scholarship of teaching and learning to the use of new technologies 
at the Massachusetts Institute of Technology (MIT) highlights a range of 
barriers to developing a scholarship of academic practice. These include, 
on the one hand, overcoming deep-seated views of research and the role of 
the ‘academic’, and on the other, identifying appropriate methods for the 
new areas of research. As a result of his experience, Schön (ibid.) is deeply 
critical of ‘the power of disciplinary in-groups’ and ‘our slow-moving bat-
tle of epistemologies’ specifically in relation to the incoming new techno-
logies or as he puts it, ‘educational uses of the computer’. Thus, Schön per-
ceives the new scholarship as primarily challenging technical rationality and 
positivist approaches to research, engaging in epistemological battles over 
what academic knowledge means and introducing practice-based research 
 methods such as action research as legitimate and appropriately rigorous 
ways of knowing and generating knowledge. Furthermore, the new schol-
arship requires, Schön argues, a new epistemology governed by new rules 
about what counts as legitimate knowledge, and increased rigour in research 
in order to achieve legitimacy as a disciplinary field. 

The popularity of the concepts ‘scholarship’, ‘scholar’ and ‘scholarly ac-
tivity’ is one aspect of the new scholarship that has needed clarification or 



130

‘tightening-up’ (Andresen, 2000b, p. 137). Indeed, prompted by a sense 
that an insightful and effective discourse is in danger of becoming meaning-
less, Andresen has sought to specify the ‘quintessential scholarly attributes’: 
which for him are ‘critical reflectivity, as a habit of mind; scrutiny by peers 
as a modus operandi; and inquiry as a motivation’. However, despite such 
attempts, differing views remain, and indeed there is a concern that ‘schol-
arship’ evades definition. Thus, Sandmann and Fear (2002, p. 2) propose 
a multiple interpretation of scholarship; as ‘fertile, evolving, multifarious-
even-contested-environment’ yet also dynamic, to do with critique and 
challenge, as well as learning by engaging with practice. 

The new scholarship was heralded, at the turn of the millennium, as a 
solution to antiquated academic practices and as a means of meeting ‘the 
challenges that we all face as learners and citizens of the twenty-first century’ 
(Huber and Hutchings, 2005, p. 2). In the UK, however, the concepts of 
scholarship came under attack from government. An ‘off the record’ com-
ment from the Education Secretary in 2003 about the ‘medieval’ nature 
of scholarly activity, was followed by a justification of ‘the wider social and 
economic role of universities’ as most deserving of ‘significant state finan-
cial support’ of government. As can be imagined, this was to spark off what 
continues to be a heated debate about what is seen as the core activity of 
the contemporary university (Reisz, 2008). 

Thus, whilst in many respects scholarship is problematic, the debate about 
scholarship has paralleled an increasing self-awareness among educational 
developers, of their contribution to pedagogical development and the prac-
tice of teaching in higher education. Focus on scholarship has also become 
central to the creation of the new discipline of educational development 
and has provided a distinctive literature. Furthermore, scholarship is per-
ceived by some (e.g. Andresen, 2000b; Elton, 2005) as holding the key to 
the transformative potential for university staff to renew themselves which, 
the hope is, will re-energise and transform the university as a whole.

Position and location in the field
If educational developers are a strategic group at the heart of policy and 
pedagogical transformations in higher education, it might be expected that 
policy-making and importance of local context would be substantial ele-
ments in the professional discourse. It might also be assumed that educa-
tional developers would accrue valuable social and cultural capital and thus, 
have a key position in advising and influencing higher education policy at 
both local and national levels. This section explores whether this is indeed 
the case and explores the trends and tensions that have impacted on the 
position and capital of educational developers.
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National position 
National agencies and policy-making groups have had a significant impact 
on the work, capital and priorities of educational developers in the UK 
in the sense that the former have provided the policy and funding frame-
works for the professional identity of the latter. For example, the Institute 
for Learning and Teaching in Higher Education (ILTHE) was established 
in 1999 to enhance the status of university teaching and improve the ex-
perience of learning and support in higher education (Brown, 2000). The 
Higher Education Academy (HEA), which succeeded and subsumed the 
ILTHE in 2004, aimed, along with 24 national Learning and Teaching Sub-
ject Centres, ‘to help institutions, discipline groups and all staff to provide 
the best possible learning experience for their students’. The HEA’s objec-
tives thus created the context for the forthcoming work of educational de-
velopers, i.e. to:
•	 facilitate	the	development	and	implementation	of	a	standards	frame-

work for professional recognition
•	 accredit	institutional	programmes
•	 develop	accreditation	routes	for	different	staff	groups	and	different	

types of institutions
•	 support	registered	practitioners	and	other	individual	practitioners.
(Higher Education Academy, 2005, Strategic Plan 2005-2010, No. 3., p. 
4.)

More recently HEA seems to have broadened its remit. For example, it has 
overseen research into how ICT, and more specifically, e-learning can en-
hance pedagogy, and also aimed to establish, in 2007, an e-Learning Re-
search Observatory, the main task of which was to collate and disseminate 
e-learning research and fund a number of research projects (see also chapter 
seven). Indeed, in 2008 the view of HEA is that research on e-learning is 
an important means of support for the HE sector in the sense of ‘improv-
ing the quality of the student learning experience’ (HEA, 2008b). HEA 
has also been responsible for a ‘Pathfinder Project’ to benchmark e-learning 
‘progress’ in higher education institutions in partnership with the Joint In-
formation Systems Committee (ibid., E-Learning Benchmarking and Path-
finder Programme). This particular project, according to HEA is ‘different’ 
from previous national initiatives (ibid., p. 2). 
 

The benchmarking exercise was intended to help selected institutions 
establish where they were in regard to embedding e-learning. The 
Pathfinder programme, by contrast, was specifically designed 
to help selected institutions, on behalf of the sector, identify, 
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implement and evaluate different approaches to the embedding 
of technology-enhanced learning in ways that result in positive 
institutional change. The HEFCE strategy provided the strategic 
background to the programme, with its emphasis on placing the 
responsibility for, and ownership of e-learning development with 
the individual institution.  (Ibid.)

An emphasis on ‘institutional change’ also generated new partnerships with 
other national organisations such as the Leadership Foundation for Higher 
Education, as a ‘dedicated service’ of support and advice to develop and 
improve ‘the management and leadership skills of existing and future lead-
ers of Higher Education.’ The focus of the partnership is:

...a programme of support for teams from higher education that 
enables them to develop the knowledge, capacity and enthusiasm 
for achieving complex institutional change. (HEA, 2008a)

Thus the Higher Education Academy has broadened, its remit, crossing 
boundaries into different territories and explicitly using its status as a fund-
ing body to force change in universities. The examples above emphasise re-
spectively e-learning and leadership as motivators of change. However, the 
approaches taken tend to focus on implementation rather than on posing 
critical questions. Indeed, engagement in partnership with such powerful 
central agencies could be viewed as a breach in the traditional autonomous 
role of the university as a major producer and transmitter of knowledge. 

As we have seen above another development supported by HEA is The 
UK Professional Standards Framework for Teaching and Supporting Learn-
ing in Higher Education (2006), proposed originally in a 2003 government 
White Paper (DfES, 2003b). While clearly a government initiative paral-
leling other professional standards frameworks such as those for teachers, 
the higher education framework is presented as research-based and sector-
owned, with a distinctive ‘scholarly nature’ of teaching:

...the scholarly nature of subject inquiry and knowledge creation, 
and a scholarly approach to pedagogy, combine to represent a 
unique feature of support for student learning in higher education 
institutions. 
(The UK Professional Standards Framework for Teaching and Supporting 
Learning in Higher Education, 2006, p. 2)

On the one hand the framework could be interpreted as providing legiti-
mation for the role of educational development in higher education; or 
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alternatively it could be interpreted as indicative of the failure of HEA to 
understand the criticism from university staff of attempts to increase cen-
tral control over their workplace and including the efforts of educational 
developers. 

The HEA has, however, taken several steps that have had a 
positively retrograde impact, including delay, seeming endless 
policy change, failure to demonstrate understanding of what is 
going on in institutions etc. This has lost credibility for educational 
development and the original impetus created post-Dearing has 
been considerably lost.  (respondent in: Gosling, 2008, p. 51) 

Moreover, HEA has moved into areas previously the responsibility of profes-
sional organisations such as the Staff and Educational Development Asso-
ciation (SEDA) (Land, 2004). This duplication encouraged longer-standing 
associations, such as SEDA, to revise their roles and practices. Meanwhile 
HEA is criticised for not engaging adequately with educational develop-
ment professionals and ‘individual academics’ (Gosling, 2008, p. 50). Thus, 
paradoxically HEA claims to be concerned with the profile of teaching and 
learning in higher education, yet also stands accused of downplaying the 
importance of its grass roots membership and the educational development 
community generally. 

A changing higher education landscape has also been apparent in Swe-
den, where a number of networks, councils and agencies have been created 
to provide support for change in higher education. Educational develop-
ment as a sub-field initially emerged in the 1970s in the form of the Swed-
ish Network for Educational Development in Higher Education (Roxå and 
Mårtensson, 2005). Later the Council for the Renewal of Higher Educa-
tion was established by the Swedish Parliament (in 1990) with the broad 
remit to support the development of teaching and learning in undergradu-
ate education. In 2006 this responsibility shifted to the Swedish Agency 
for Networks and Cooperation in Higher Education (NSHU) which also 
incorporated the Swedish Net University (established in 2002 to promote 
distance education and increased access to higher education). The remit of 
the NSHU included broadening recruitment to universities, support for 
pedagogical development, staff development, coordination and marketing 
of Swedish university courses, and coordination of projects and research on 
higher education, and in particular distance education. 

The main aims of NSHU echo those of similar agencies in the UK, e.g. 
to develop ‘high quality, relevant support’, ‘close collaboration’ and the 
‘scholarship of learning’. However following a change to a more conservative 
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government in 2007, NSHU was ‘given notice of closure’ seemingly with 
no clear explanation of why or anything to replace it. Understandably, this 
created a climate of uncertainty for NSHU staff (new professionals in edu-
cational development) and for future policy in this area. Thus the focus for 
NSHU shifted to ‘the survival of networks and projects’ (Swedish Agency 
for Networks and Cooperation in Higher Education, 2008).

Sweden is a smaller country in terms of population and resources, with 
fewer central agencies dealing with conditions in higher education com-
pared to the myriad of committees in the UK. However, recent policies at 
the national level reflect a similar climate of uncertainty, rapid change and 
restructuring to that in the UK. 

Changes in locus and direction of funding, and the increased influence of 
national agencies such as in Sweden and the UK, are interpreted as part of 
the reshaping of higher education. The movement of power and resources 
(economic capital) away from one institutional base towards another can 
be read in several ways. For example, in Sweden, moves to form the NSHU 
by combining longer-standing and newly formed agencies, each with an 
understanding of distributed learning and educational technology, could 
be seen as mainly positive in terms of bringing together complementary ex-
perience and encouraging collaborative working practices. This provides a 
contrast to the seeming complexity in the UK created by the involvement of 
multiple players in the form of agencies, committees, associations, forums, 
centres and foundations, working at different levels, each with a degree of 
power and its own strategies, frameworks and benchmarks.

It has thus proved difficult to provide a single descriptor for changing na-
tional landscapes. At times, shifts seem to occur, rhetorically at least, towards 
a more integrated national policy for higher education and away from seem-
ingly isolated national or institutionally-based initiatives in pursuit of highly 
individual goals and increased power bases, but this is not consistent. 

Local positioning: stand-alone units or distributed learning?
This section explores the specific location of educational development units 
and educational developers within individual institutional environments. 
Institutional location is an important indicator of role, social capital (net-
works and relations) and perceived significance (status) of all workers in 
higher education. In his three studies of educational development units be-
tween 1995 and 2006, Gosling noted shifts in the location, structure and 
management of such units (Gosling 1996, 2001, 2008). The most recent 
study carried out in 2006 indicates that units tend to be spread across dif-
ferent parts of the university campus, for example, in libraries/information 
services, human resources, professional (academic development) units, 
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quality services, registry, or in specific faculties. Placing an educational de-
partment unit in an academic department is seen generally as ‘a marriage 
of convenience’ for the purpose of quality assurance and accreditation (e.g. 
the Postgraduate Certificate of Education as mentioned above) (Gosling, p. 
11). There has also been a proliferation of educational development units 
that are directly line-managed from the centre. Less than half (45 per cent) 
were line-managed by Pro-Vice-Chancellors or Vice Principles in 2000, 
though by 2006 this had risen to 77 per cent (ibid). Moreover, it is argued 
that educational development units, faced with rapid change, are develop-
ing an ever-closer relationship to senior management with their work in-
creasingly dictated by institutional policy and strategy; all of which reflect 
tighter forms of university management and increased centralisation. 

Where educational developers have been allowed a little more freedom 
of autonomy, such as in Australia, stronger arguments are found for the de-
velopment of professional identity and critical practices. Thus in Australia, 
educational developers have been less associated with centrally organised 
‘implementation’ activity and more with creating a holistic or embedded 
setting that allows for a focus on the needs of the individual staff members 
in their workplace (Brew and Boud, 1996). Boud (1999) argues for exam-
ple that educational development should be located in sites of academic 
practice i.e. faculties and subject areas, and which might lead to a more 
collegial perspective in relation to academic work and peer learning. In the 
USA, likewise, Shulman (2005) and Huber and Hutchings (2005) each ad-
vocate holistic approaches to educational development and the importance 
of research and scholarship dedicated to this endeavour. 

Echoing Boud’s notions of distributed and embedded practice, Shulman 
(2005, p. vii.) suggests the need to ‘scale down’ in order to ‘scale up’. His 
argument is that a distributed approach is needed across the university to 
increase scholarship on teaching and learning instead of a concentration 
of activity in stand-alone or centralised units. Furthermore, Shulman ar-
gues that distributed scholarship i.e. small groups working in appropriate 
and different environments, can also be effective with centrally-directed 
development and systematic reform, for instance, influencing colleagues 
through ‘powerful, focused conversations’ (ibid.). These ideas of Shulman 
to some extent reflect Engeström’s theories on integrative and interdiscipli-
nary approaches to learning and working, where the centre does not seek 
to dominate (Engeström, et al., 1999). Gosling (2008) is able to identify a 
trend in the UK of exploring the efficacy of different ‘distributed’ models 
of educational development. However, the model and its principles are a 
potential source of contestation and struggle.
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…some interesting times lie ahead in relation to debates 
surrounding the value of centrally-based educational development 
versus more local, subject-based development models. There are 
many colleagues who are assuming educational development roles 
but do not see themselves in that capacity – nor would want to. The 
politics of boundaries and interfaces will become more pronounced 
I fear.  (respondent in: ibid., p. 30). 

This wide distribution of educational development units might be described 
by Bourdieu as a confrontation of specific forces within a new field of prac-
tice which has no direct alignment to an existing subject or discipline. This 
may be a strength, in terms of independence and autonomy, i.e. not being 
seen as a tool of a particular ‘interest’ group, but also a weakness in terms 
of academic credibility and lack of access to power. Indeed, the network 
of heads of educational development units (HEDG) is clearly aware of the 
vulnerability of their position. Initially formed in 1995, a key aim of the 
network is to share experience, provide mutual support and ‘plan their sur-
vival’ in an increasingly hostile environment (Gosling, 2001, p. 86).

Summary 
In summary, the selected texts on educational development suggest that the 
preferred location for educational developers depends on their perception 
of their core work. Those who prioritise scholarly activity and academic 
practice and who take a distributed and holistic approach to their practice 
incorporating research and learning, are most comfortable in academic or 
educational settings, whereas those whose work priorities are primarily to 
support the implementation of institutional policy and strategy, and who 
see their role in terms of ‘change management’ will prefer to work in cen-
tralised units. 

Educational developers: struggles in the field
The strategy of positioning educational development units to promote prac-
tices which take account of, for example, a ‘new’ and more diverse student 
body, newly emerging fields and sub-fields, varying cultures and contexts, 
as well as policy initiatives is much in evidence in the analysed texts as well 
as the general literature on educational development. For example a 2001 
national inquiry into teaching and learning in higher education in Sweden 
identified educational developers as a ‘strategic tool’ for the improvement 
of university teaching (Roxå and Mårtensson, 2005). Another metaphor 
used is that of a bridge spanning the increasing divide between university 
management and academic practice (ibid., p. 447). The perception of edu-
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cational developers as strategic tools to bridge difference resembles to some 
extent the efforts to re-distribute power in UK universities noted by Henkel 
(2002) which suggests that leaders have to develop new sets of relationships 
and new roles and structures to assist them in carrying out their designat-
ed tasks. The ‘academic development’ unit is thus described by Macdon-
ald (2003, p. 9) as a ‘cushion between conflicting interests’, and by Hen-
kel (2002) as being pulled and pushed according to the tensions of public 
accountability and government policies. Similar to Henkel, Land (2004, 
p. 129) notes the potential discomfort of ‘the great majority’ of develop-
ers who are compelled to identify with the notion of change, solve the dif-
ficulties associated with both leading and supporting processes, and argue 
for the necessity of often controversial forms of change. This has meant in-
creased utilisation of consultation, negotiation and persuasion exercises and 
a stronger dynamic between senior management such as Vice-Chancellors, 
Pro-Vice-Chancellors, the professoriate, and faculties. Involved in the ‘dy-
namic’ have been advisory and implementation units with a wide range of 
specialist expertise, such as units for supporting teaching and learning and 
the use of new technologies (Clark, 1998, 2003). 

The lack of space for critique is clearly evident in what Henkel and Land 
have to say, as above, especially since the end of the 1990s when the higher 
education agenda of the UK began to be dominated by tighter and more 
accountable forms of governance (see chapter five and Clegg, Hudson and 
Steel, 2003). A similar lack of critique has been observed in Sweden, in 
the sense of educational developers aligning either with management to 
supporting policy-based activities or focusing principally on research and 
teaching development (Roxå and Mårtensson, 2005). From an Australian 
perspective, Andresen (2000a) concludes that attempts to ‘co-opt teaching 
developers’ into a ‘managerialist culture’ have been less successful because 
the ‘ethos within teaching development’ is overtly anti-managerialist. Thus, 
Andresen perceives ‘teaching development’ (or educational development) as 
potentially subversive since it can ‘help to subvert managerialism and turn 
it back on its tracks’ (ibid. p. 27). Thus, we can see that ethos and culture 
of educational development differs in different contexts.

As we have already seen, other friction points for educational developers 
occur in relation to learning technologists, for example Cousin (Cousin, 
in: Land, 2004, p. 130) suggests that emphasis on pedagogy rather than 
technological innovation protects academics from anxieties associated with 
change and the motivations underpinning it. However, Land (2004, p. 
196), is more concerned with the relationship between educational devel-
opers and learning technologists and the increasingly problematic nature of 
learning technologies for the educational development community. Indeed, 
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Gosling thus raises questions about who is driving the increasing focus on 
e-learning and notes a number of tensions which include confusion about 
the nature of the role of ‘academic’ or ‘service’-orientated professionals and 
the ‘mixed on-off relationship with educational technologies’ (Gosling, 
2008, p. 27). For Land (2004, pp. 195-96), as mentioned earlier, learning 
technologies represent a major threat to educational development and the 
‘future direction and growth of the educational development communi-
ty’. And, whilst Gosling is careful to point out that there is no discernible 
trend regarding the aggregation and disaggregation of educational devel-
opment and learning technologies, he notes evidence of the dismantling of 
some large educational development units and also narrowed definitions 
of educational development as merely ‘supporting learning technologies, 
with other kinds of educational development seen as a lesser importance’ 
(Gosling, 2008, p. 28).

The key issue is whether it is the enthusiasts for the technology 
who are driving the expansion or the enthusiasts who see how to 
exploit the potential for e-learning.  (Gosling, 2008, p. 28)

Can educational developers find a way out of this difficult situation? First 
it is suggested that they need skills of negotiation ‘in some fashion’ (Land, 
2004, p. 129) in order to devise professional strategies of challenge and re-
sistance to differing power regimes and discourses. Being identified as ‘ex-
plicitly scholarly in our work’ (Baume, 2002, p. 110), or having appropri-
ate social and cultural capital however may not be enough to protect those 
who have chosen the educational development career path from the more 
centralist ambitions of others. Educational developers clearly need support 
in strengthening their position in the field, one such opportunity being SE-
DA’s recognition that career paths no longer reflect static divisions within 
formal higher education structures. Thus, as we have seen, new professional 
development frameworks have been created to make visible and accredit 
the work that educational developers do. 

However, a downside is that professional recognition for educational 
developers is threatened by their centralised and marginal position outside 
subject disciplines and perceptions of them as tools of management. Fur-
thermore, even though professional bodies and agencies might provide some 
support, there is little to suggest that educational developers are supported 
within their own institutions where they often face challenges to their own 
positions in an increasingly hard-nosed and instrumental environment. 
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Summary 
This chapter set out to analyse and explore the literature on the back-
ground, practices and position of educational developers. We have seen 
the growth over recent years of educational development, as a sub-field of 
academic practice in higher education. Nevertheless, organisational volatil-
ity, new approaches to managing universities that directly affect the work 
of educational development units, changes to national agencies that affect 
policy-making and funding streams, lack of consensus about the core activ-
ity of educational development, the emergence of other new professional 
groups, such as learning technologists, all signify challenges for the educa-
tional developer. 

We have also seen that specific national and institutional policies deter-
mine what is at stake in the sub-field of educational development and that 
educational policy and different forms of technological innovation and 
change determine how economic, social and cultural capital is distributed. 
However it has also become clear from the chosen texts that different dis-
positions and positions of educational developers in different contexts can 
have a substantial impact on ethos, practice and academic freedom. 

Furthermore, given that learning technologists are seeking to establish 
a stronger position in the university as we shall see in the next chapter, it 
is naive to assume that educational development can risk not being associ-
ated with the social, political and pedagogical effects of new technologies 
on university practices. Greater reflection and theorisation is also needed 
on the knowledge-base, professional development, welfare, career prospects 
and workplace of educational developers. 

The overall review of selected literature, thus, has raised the following 
issues:
•	 the	problematic	relationship	between	political	and	pedagogical	con-

texts
•	 impact	of	governmental	agendas	and	national	policy	and	changing	

funding models 
•	 impact	of	institutional	policy	and	strategy	on	practice	which	embody	

Bourdieu’s view of coercive agents and symbolic violence 
•	 dis/continuity	and	generational	shifts
•	 different	views	of	the	part	scholarship	and	research	plays	in	education-

al development
•	 value	of	integrative	and	multi-disciplinary	practices	
•	 different	views	on	the	difference	between	educational	development	

and academic development
•	 increased	effort	to	establish	educational	development	as	a	discipline
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•	 the	use	of	new	technologies	seen	as	a	specialism
•	 uncertainty	regarding	professional	status	and	future	survival.

Three particular areas of tension (although not mutually exclusive) have 
emerged which highlight difference in terms of practices and habitus. The 
first arises from an increased expectation for practices which primarily sup-
port policy and the implementation of strategic goals as distinct from prac-
tices which support teaching and learning and professional development 
of university teachers through collaboration and collegiality. The second is 
between perceptions of the role of educational development as including 
contemporary digital technologies as an integral part of work and those 
who wish to relegate technology to a specialism. The third area of tension 
is between those who include research as an essential integrated aspect of 
their everyday work and those who merely support others in carrying out 
research. 
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Chapter 7. Learning Technology: 
literature review  

Introduction
The last chapter examined the background, practices and position of edu-
cational developers as new professionals in higher education. This chapter 
does the same for learning technologists. It first provides an introduction to 
the development of learning technology as a sub-field of academic practice, 
and then provides an overview of activity and changes in the sub-field. This 
includes, as in the last chapter, a structured literature review of selected texts 
on practice and an overview of perspectives and approaches to research. The 
chapter explores the position and capital learning technology holds at na-
tional and local levels and concludes with a discussion of the tensions and 
trends faced by learning technologists, who have nevertheless developed a 
strong power-base in higher education over a relatively short period. 

We have already noted that information and communication technology 
has had a major impact on universities (Laurillard, 1993; Castells, 1996; 
Gibbons, 1998). It is against this backdrop of pedagogical change through 
technology, seen by some as a paradigm shift, that learning technology is 
regarded as a new field ‘emerging’ in the mid-1990s when learning technol-
ogists appeared as a significant professional grouping in the UK and else-
where (Conole, 2004b). However, as we shall see, e-learning professionals 
have been identified as the new emergent grouping (Conole, 2004a, Co-
nole and Oliver, 2007) and technology enhanced learning (TEL) as a ‘new’ 
area of research (ESRC, 2009).

This understanding of ‘recentness’ and ‘newness’ and the unproblema-
tised adjective ‘new’ provides the flavour for how new professionals work-
ing with new technologies perceive themselves, for example, as ‘emerging’, 
‘little understood’, and/or ‘hybrid, marginal’, yet ‘central to institutional 
processes and change’ (Oliver, 2002, p. 245). 
 
Background to learning technology
This section traces the background to learning technology and includes the 
establishment of associated fields and professional associations and strug-
gles for position and capital. Thus the aim is to provide a picture of social 
and cultural trends rather than a detailed account of the historical devel-
opment of technology. 

Learning technology in fact has a long history (Hamilton, et al., 2004); 
for example, awareness of the potential for education of visual media such 
as slides, radio and motion pictures existed in the USA as early as the 1920s 
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when the National Education Association (NEA) established the Division 
of Visual Instruction (DVI) (AECT, 2008). From then onwards the po-
tential of technology to enhance and transform educational experience has 
been a variable of the mainstream educational agenda. 

By the end of the 1940s the DVI had expanded its interest in media, 
resulting in a name change to the Division of Audio-Visual Instruction 
(DAVI). Interest in the use of radio, television, film and audiovisual media 
continued to grow; the 1940s saw the arrival of the prototype of the per-
sonal computer (Memex) which laid the foundations for hypertext, artificial 
intelligence and multimedia (Paulsson, 2008). In the 1950s the introduc-
tion of ‘teaching machines’ (Skinner, 1955) and interest in ‘self instruction 
systems’, learning theories and instructional design provided an interlude 
before the era of the personal computer when the focus moved away from 
helping teachers to use media towards the design of self instructional sys-
tems. New paradigms and a proliferation of sub-groups emerged within 
DAVI such as the ‘communications movement’. At the same time the NEA 
(the funding body for DAVI) was reorganised, membership was broadened 
and tensions, mounted which led to what was described as ‘the first of sev-
eral identity crisis’ in years to come’ for the membership of DAVI (AECT, 
2008). In the 1960s, and following a major reorganisation, DAVI became 
the Association for Educational Communications and Technology (AECT) 
(as it is known today). This brief overview drawing on the history of AECT 
educational technology in the USA, shows the impact of technological in-
novation on practice and professional identity in the USA – and has some 
similarity to what was to occur in the UK and elsewhere. 

In the 1960s in the UK, for example initial interest in the education-
al benefits of the computer was expressed by the Flowers Report (1965), 
particularly in relation to the needs of universities and research councils. 
The report’s primary concerns were the urgent acquisition of ‘several large 
American computers’ and how they might be maintained. However it also 
stressed the likelihood of rapid technological change and the need for a 
regulatory ‘body’ to keep a watchful eye on technological developments 
(ibid.). The report led to the establishment of the Computer Board for 
Universities and Research Councils (CBURC) which during its 25 year 
existence saw rapid changes in the affordability, availability and sophistica-
tion of computer-based technology and its spread across different academic 
subjects (Smith, 2005).

The late 1960s and 1970s saw the emergence of large multi-media ‘open’ 
higher education institutions and the development of distance education as 
a field of research (see Moore and Kearsley, 2005). Most notably at the UK 
Open University, educational technologists (as they were then called) sought 
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innovative ways to teach and learn by means of technology, and to develop 
effective forms of distance education (Lawless and Kirkwood, 1976). 

Educational technology was by now an established academic ‘field’ in the 
USA and the UK. In the USA in 1972, AECT defined educational tech-
nology as two dimensional. It was both:
•	 a	field	involved	in	applying	a	complex,	integrated	(technological)	proc-

ess to analyse and solve problems in human learning
•	 a	profession	made	up	of	an	organised	effort	to	implement	the	theory,	

intellectual technique, and practical application of educational tech-
nology.                (AECT, 2008)

Educational technology continued to strengthen its position by incorpo-
rating concepts and ideas from existing disciplines such as education, psy-
chology, communication and instructional design. Scholars such as Piaget 
(1962) and Papert (1980) prompted a shift in thinking from what were 
predominantly behaviouristic approaches to learning towards construc-
tivism which asserts that learners are the main constructors of their own 
knowledge. Drawing on a theoretical framework for educational research, 
constructivists began to explore users’ interactions with computers and to 
develop an appreciation of the benefits of computer programmes and tools 
for learners. 

The increased interest in technology and learning theories prompted 
the creation of several professional journals. For example, in the UK the 
British Journal of Educational Technology was established in 1970 to sup-
port a broad range of interests relating to the impact of new technologies 
on teaching and learning including ‘theory, applications and development 
of educational technology and communications’ (Hawkridge, 1999, p. 
394). Similarly, in the USA, AECT’s journals included Educational Com-
munication and Technology Journal, Instructional Innovator and the Journal 
of Instructional Development, while the Australian Society for Educational 
Technology (ASET), established in 1975, published the Australian Journal 
for Educational Technology (AJET). 

Towards the end of the 1980s interest in the future direction of the ‘field’ 
of educational technology in the USA prompted a ‘state-of-the art’ analysis 
based on a review of the educational technology literature (Ely, et al., 1988). 
11 ‘trends’ or indicators of activities and direction were identified:

1. design, development, and evaluation of instructional materials 
and procedures

2. professional education of teachers in the use of educational  
technology
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3. development of distance education
4. computer as the dominant medium in the field
5. telecommunications and video, including interactive video, as  

major media delivery systems
6. changes in the role of the educational technologist
7. implementation of educational technology drawing on  

successful practices 
8. educational technology as an established field
9. integration of educational technology principles, products,  

and practices into courses and curricula 
10. relationship of educational technology to society and culture
11. research activities.
 (adapted from Ely, et al., 1988, pp. 5-20)

Later in this chapter we shall see similar trends identified in Conole and 
Oliver’s (2007) more recent characterisation of e-learning. Ely, et al. draw 
attention to confusion regarding job titles and the various attempts to de-
fine the roles and functions of those working in educational technology and 
also that gaps have emerged between generations of learning technologists 
in terms of status and purpose, and also a growing unease about individu-
als entering the ’profession’ directly from business and industry.

The “old timers” are concerned about preserving their status, and 
the “newcomers” are trying to justify their existence. In some cases 
there are “turf” battles, but by and large, the literature does not 
reflect these conflicts, which occur mainly at a local level. 
 (Ibid., p. 22)

By the end of the 1980s telecommunications and video, including inter-
active video had become popular generally, accompanied by increased in-
terest in how they might enhance learning. Also evident at this time, was 
collaboration between higher education institutions and business and in-
dustry prompted by a number of large scale government-funded projects, 
for example the Interactive Video in Education Awareness Support Scheme, 
1988, and later the Teaching and Learning Technology Programme, 1992-
2000 (see also chapter five). 

By the 1990s the potential impact of ’interactive’ technology on academic 
practices, teaching and learning and institutional processes raised challeng-
es for higher education in terms of professional development and capital 
investment (Laurillard, 1993). In the UK, as we have seen, the emphasis 
in higher education shifted from support for teaching towards support for 
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learning, and as we saw in the autobiographical narrative, the potential of 
interactivity and learner control added a promising new dimension to teach-
ing and learning. Interactive programmes often combined behaviourist and 
constructivist learning design and were considered to have the potential to 
enhance levels of student-centred learning and group work (Dillon, Tearle, 
and Hudson, 1999). 

Thus by the mid-1990s the term, ‘learning technology’ became part of 
the discourse of higher education, and as Conole (2004b) suggests ‘learning 
technologists’ emerged ‘as a distinct group’ encouraged by funding which 
went from a trickle (primarily for research and development into early mul-
timedia technologies) to a flood (primarily targeted at improving and apply-
ing information and communication technologies). Government funding 
was also funnelled through different agencies such the Joint Information 
Systems Committee, established in 1993, and the Higher Education Fund-
ing Council’s Teaching and Learning Technology Programmes launched in 
1992, which had 22 million pounds plus to distribute. In addition, as we 
have seen, funding was available through the European Commission. Quasi-
government funding agencies also came into existence in the early 1990s, 
for example the National Council for Educational Technology (NCET) 
(reconstituted as the British Educational Communications and Technol-
ogy Agency in 1998 and now known as Becta) was to provide a national 
focus of expertise for technology in learning. 

As previously mentioned, the Association for Learning Technology (ALT) 
was launched in 1993 with the explicit aim of promoting ‘good practice’ 
and collaboration across higher education, and brought together practition-
ers, researchers and policy makers. The opening paragraph of the editorial 
of the first volume of the ALT journal (ALT-J) alluded to ‘propitious cir-
cumstances’ as well as potential struggles in the field.

One of the aims of ALT is to promote good practice in the use 
of learning technology within higher education. Few would not 
subscribe to this aim, but proclaiming it without a full awareness 
of the problems it entails is of the same order as proclaiming one’s 
commitment to Peace without further comment. 
 (Jacobs, 1993, p. 2)

Thus an aim of the new association was to ensure that circumstances were 
favourable for the promotion of learning technology.

The 1990s also saw a number of influential reports emphasising the 
potential impact of ICT on higher education as already noted. For exam-
ple The Follett Report (1993), on libraries and information provision in 
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higher education, made recommendations on ICT infrastructure – as we 
saw in chapter five. Thus the wide-spread adoption of connected desk-top 
computers became necessary to support the integration of new technolo-
gies and new media in higher education. Recommendations arising from 
my MPhil study into Issues Affecting the Introduction and Implementation of 
Educational Multimedia identified a need for: institutional/faculty strategy, 
appropriate management and leadership, appropriate support for profes-
sional development, multi-disciplinary working practices, and research on 
teaching and learning and new technologies (Hudson, 1997).

Towards the end of the 1990s the Dearing Report further emphasised 
the potential impact of communications and information technology on 
academic practice in higher education, highlighting in particular the need 
to redefine staff roles.

Job descriptions, reward structures and career patterns will need to 
be reviewed to take into account the developments in C&IT, […...] 
there is a particular need for institutions to recruit or develop staff 
with experience in C&IT and management skills, many of whom 
are in short supply at present.  
 (NCIHE, 1997: Full report, ch. 14.19)

Following Dearing, other reports raised concerns about the extent to which 
the wider use of new technologies in society was ‘outstripping the skills’ of 
the university teacher (Beetham, et al., 2001, p. 3). Thus, during the 1990s, 
as we saw in the previous chapter, the number of educational development 
units increased substantially (Gosling, 2008) as ‘new professionals’ (Gor-
nall, 1999; Beck, 1999), including learning technologists, now clearly came 
to be seen as possessing valuable capital. 

Thus similar to the 1970s, the 1990s marked a period of technological 
innovation that impacted on higher education and resulted in increased 
funding opportunities, the emergence of learning technologists as a staff 
group, formation of new professional associations and shifts in the value 
placed on specific forms of social and cultural technological capital.

The start of the new millennium was marked by the introduction of vir-
tual and managed learning environments and a subsequent shift towards 
policies concerning the implementation of technology and the commodifi-
cation of knowledge. Academic staff came under pressure from government 
bodies and university management to be innovative in their use of ICTs for 
a mass education system (Steel and Hudson, 2001; Clegg, Hudson, and 
Steel, 2003). New technologies were also seen as useful for university or-
ganisational processes as well as for teaching and learning. 
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Once more hyperbole was employed, here in relation to the introduction 
of e-learning, identified as ‘the’ mode of communication ‘that will transform 
all forms of education and learning in the twenty-first century’ (Garrison 
and Anderson, 2003, p. 2). According to Conole and Oliver (2007, p. 4) 
e-learning was ‘the term most commonly used to represent the broader do-
main of development and research activities on the application of technolo-
gies to education’, characterised as having the following properties: 
•	 ‘Interdisciplinarity’, meaning its adoption and use in different disci-

plines often with different research perspectives 
•	 ‘Accessability and inclusivness’ in relation to a commitment to widening 

participation and reducing the ‘digital divide’ 
•	 ‘Change’, in relation to the development of technology in parallel with 

institutional strategy 
•	 ‘Commodification’, in terms of the buying and selling of knowledge 

and the convergence of systems and standards
•	 ‘Interactivity and social interaction’, meaning that technology impacts 

on roles, identities and organisational matters. and finally, 
•	 ‘Political aspects’ which include awareness of the power relationship be-

tween technology, politics, strategy and practice 
(adapted from Conole and Oliver, 2007, p. 4)

With the exception of the commodification of university knowledge, the 
‘themes’ identified by Conole and Oliver are remarkable similar to ‘trends’ 
in the 1980s identified by Ely, et al. (1988). Indeed, Ely and Plomp’s (1986) 
reassessment of the promises of educational technology over a fifty year pe-
riod, highlights the importance of historical and cultural contexts, and of 
interpretation.

Some historians believe that events are cyclical over time; some 
psychologists believe that the best indicator of future behaviour 
is past behaviour; some philosophers say that we learn from our 
mistakes. All of these viewpoints seem to describe the activities of 
educational technology over the past fifty years.  (Ibid. p. 246)

More recently Technology Enhanced Learning (TEL, 2009) was introduced 
as a new area of research in UK higher education under the Teaching and 
Learning Research Programme. According to its website TEL is particularly 
concerned with identifying how technology enhanced learning can contrib-
ute to: Personalisation (individual needs), Inclusion (wider access), Flexibil-
ity (openness to change) and Productivity (economic outcomes). 



148

Thus, by looking back over events leading up to the identification of 
learning technology, e-learning and technology enhanced learning, we can 
see recurring patterns associated with new technologies in higher education. 
It is thus difficult to pinpoint precisely the metamorphosis of the learning 
technologist from the educational technologist, and to appreciate such nu-
anced distinctions. 

However, the emergence of the learning technologist in the UK reflected 
an increased emphasis on learning as well as the following:
•	 increased	level	of	sophistication	and	accessibility	of	desk-top	digital	

technology
•	 development	of	accessible,	controllable	media	for	teachers	and	learners
•	 development	of	collaborative	software	applications	for	teachers	and	

learners
•	 the	increased	emphasis	placed	on	the	knowledge	society	
•	 information	and	communication	technology	becoming	a	major	indus-

try in the knowledge economy
•	 explosion	of	funding	aimed	at	integrating	new	technologies	into	edu-

cational work. 

This was a distinctive phase in the emergence of learning technology as a 
dynamic movement in which old and new professionals were both able to 
explore the affordances of technology for teaching and learning, and also 
exploit the economic capital available. We shall see later in this chapter that 
targeted funding continues to influence the development of educational 
technology and indeed the habitus of the learning technologist.

Review of selected empirical studies of practice and 
professional awards
This section considers seven texts chosen to identify the practices and char-
acteristics underpinning the work of learning technologists and thus further 
determining the active characteristics and properties of the sub-field. The 
texts chosen (and literature generally on the practices of learning technolo-
gists) are mainly commissioned empirical studies and reports. All texts are 
from the UK and are interconnected; for example some studies and reports 
were commissioned and used to inform the development of professional 
standards (also included in this review). The review uses the conceptual 
framework (discussed in chapter three) of scholarship, principles of uni-
versity teaching, change and transformation.144 

144 The framework used to guide the analysis, the selected texts and the approach taken to 
the analysis are discussed in chapter three on methodology and methods. A list of the 
texts can also be found in Appendix I. 
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However, as explained in chapter three the scope and time period cov-
ered by the texts on learning technology are somewhat narrower than those 
on educational development (see chapter three and Appendix I).145 Thus 
recent job titles were scrutinised and are discussed in the summary of the 
review at the end of this section. 

The review on the practices of learning technologists produced five main 
themes: 
•	 supporting	teaching	and	learning
•	 research-based	activity	
•	 integration,	application,	design	and	development
•	 supporting	strategy	and	change	
•	 management	and	organisation.	

Following these, two subsidiary areas are technical issues and concepts re-
lated to identity and integrity. 

Supporting teaching and learning 
A central focus of learning technologists is how to support teaching and 
learning and staff development. According to the chosen texts, practices 
are wide ranging, for example: enabling and advising, providing consul-
tancy, increasing awareness, mentoring and training. While ‘training’ fre-
quently appears, particularly in relation to the accreditation of learning 
technologists (CMALT, 2005; SEDA, 2005), not all texts refer explicitly 
to training. For example, one text includes a job description for learning 
technologists, which contains terms such as ‘advising’ and ‘assisting’ with 
the following activities:

...the introduction of technology-supported learning, through 
workshops, teaching on courses for new lecturers, one-off 
consultations or (in most cases) through collaborative project work 
that can be framed as ‘action learning’.  (Oliver, et al., 2004, p. 46)

Thus while practices associated with supporting teaching and learning are 
wide ranging, there is a strong stress on project orientated activity and work-

145 The week this thesis was sent to the publisher two new studies into the work of learn-
ing technologists were launched. The first is a survey led by Lynne Gornall, who was 
the author of the1999 study on new professionals. She describes the new study as 
part of ongoing research and interests in the employment and working life of learning 
technologists, and related staff in HE. The second, funded by the Higher Education 
Academy, is a review of the literature pertaining to: The positioning of educational tech-
nologists in enhancing the student experience.
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based projects such as action learning which suggests that practices are es-
sentially practical and context specific.

Research-based activity 
Research-based activity which emphasises contributing to knowledge is 
prominent in the texts. However, the type of activity covered is varied. For 
example, gathering and disseminating information and ‘keeping up to date’ 
are mentioned as central to the work of learning technologists (Beetham et 
al., 2001; Oliver, 2002; Oliver, et al., 2004; CMALT, 2005; SEDA, 2005). 
Research into teaching and learning also emerges as an important activity. 
One text, offers a generic framework for accrediting professional develop-
ment in C&IT, and states that ‘participants must be able to demonstrate 
that their work has been informed by, among other things, ‘scholarship’, 
‘continued reflection on professional practice’ and ‘an understanding of how 
people learn’ (EFFECTS, 2003, p. 1). However the criteria, which are de-
scribed as ‘values’, are depicted as predominantly learning from others and 
being informed by current local and national agendas.

The basis of embedding learning technologies should be an 
awareness and acknowledgement of the ideas and theories of 
others. The use of learning technologies should be underpinned 
by a searching out of new ideas and learning from the examples of 
others. This should also be informed by a wider awareness of the 
current agendas locally and nationally.  (ibid.)

Similarly, the CMALT prospectus categorises ‘research’ as a ‘specialist op-
tion’, referring to research only in general terms as follows:
 

Learning technologists are people who are actively involved in 
managing, researching, supporting or enabling learning with the 
use of learning technology.  (CMALT, 2005)

Thus we can see that research on learning technologies and on relationships 
between learning technology, teaching and learning are acknowledged fea-
tures of learning technology work. However while research activity is wide 
ranging in both practice and purpose, the texts suggest a lack of theorisa-
tion and critical analysis, although we shall see later that recent job titles 
suggest that this may be changing. With imperatives to generate knowl-
edge on new technologies, teaching and learning, and bolstered by research 
funding, learning technologists are in the process of shifting their practice 
towards research. Nevertheless, questions still remain about how learning 
technologists view scholarship in relation to their own practice.



  151 

Integration, application, design and development 
Integration and application of new technologies including support for peda-
gogical work and the design and development of material and curricula are 
all mentioned frequently in the chosen texts.

Integrative and multi-disciplinary practices are frequently mentioned in 
terms of encouraging collaboration and networking. Oliver, for example, 
places particular emphasis on the collaborative nature of learning technol-
ogy practice, with a key characteristic ‘centred on collaborative curriculum 
development ...’ (Oliver, 2002, p. 251). Working across boundaries and en-
couraging the exchange of ideas is also a strong dimension of practice. For 
example, Oliver, et al., characterise learning technologists as:

 
…Undertakes[ing] a range of networking activities, such as liaising 
with other units within the institution that have related interests 
and objectives, increasing colleagues’ awareness of existing practice, 
enable exchange of ideas and experience in technology-supported 
learning and teaching and so on. 
 (Oliver, et al., 2004, p. 46)

The texts indicate that applying knowledge about new technologies and 
making connections between people and practices are important and in-
terconnected characteristics of practice.

Closely related are the application, design and development of content 
and material (Oliver, et al., 2004). Indeed the professional awards frame-
work for staff supporting the use of learning technology specifies the ‘design 
[of ] a learning resource’ as a specialist outcome both for ‘embedding’ and 
‘eXploring’ learning technology (SEDA, 2005). This broad area of prac-
tice also includes customising, reconceptualising, adapting, and designing 
curricula and developing learning activities as well as creating ‘materials’ 
(Beetham, et al., 2001; Oliver, et al., 2004; CMALT, 2005; SEDA, 2005). 
However, Beetham, et al. point to a movement away from in-house pro-
duction to the use of generic software.

Focus groups supported the hypothesis that there had been a shift 
of emphasis in the use of learning technology away from developing 
new computer-based materials towards supporting access to existing 
materials. A similar shift was observed away from developing 
specialist educational software towards supporting the use of generic 
software for learning and teaching, and the integration of managed 
learning environments.  (Beetham, et al., 2001, p. 9)
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Supporting strategy and change
All the chosen texts indicate that the work of learning technologists aims to 
support institutional and/or departmental teaching and learning strategies 
and change. Specifically learning technologists are characterised as promot-
ing, facilitating and supporting change (Beetham et al. 2001; Oliver et al. 
2004) and thus are change agents. 

A Learning Technologist: […] Acts as consultant, mentor or change 
agent for other staff within their institution.  
 (Oliver, et al. 2004, p. 46)

The professional accreditation texts identify supporting strategy as a feature 
of practice (CMALT, 2005; SEDA, 2005). ‘Institutional development/ [and] 
strategic work’ are identified as a ‘specialist option’ of the CMALT scheme 
(CMALT, 2005), while SEDA-PDF specifies the implementation of a ‘de-
velopment strategy’ as a ‘specialist outcome’ of a professional award (SEDA, 
2005). Thus the ‘job’ of a learning technologist is seen as contributing to 
the ‘development of strategy and policy’ (Oliver, et al., 2004, p. 46). 

Management and organisation 
Organisational and administrative tasks and management responsibility, i.e. 
managing projects, people and resources and ensuring access to resources and 
technical support, are central features of learning technologists’ work. For 
example, they may facilitate ‘access to expertise, services and resources related 
to technology-supported learning’ (ibid.) or manage projects (Beetham, et 
al., 2001; Oliver, et al., 2004; CMALT, 2005). Much of this type of work 
is a direct result of a reliance on income generation, project funding and 
project-based teaching support. Thus as Beetham, et al. point out:

Resources are either distributed across departments or made 
available for bidding to undertake specific learning and teaching 
development projects.   (Beetham, et al., 2001, p. 47)

Strategic activity also requires management and organisational skills. Thus, 
activity related to ‘implementing a development strategy’ includes ‘ensur-
ing the project is running to the agreed plan and taking measures to ensure 
completion’ (EFFECTS, 2003). Project work is also hierarchical; for example 
the work of an established learning technologist is described as follows: 

Established Learning Technologists would take a greater 
responsibility for their own work, either setting or negotiating 
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operational priorities. They might be given responsibility for 
projects, initiatives and/or groups of staff, and may be expected to 
provide an input into strategic or policy-related discussions. 
 (Oliver, et al., 2004, p. 47)

A ‘senior’ learning technologist has a different level of responsibility, such as 
‘defining, scoping and bidding (either internally or externally) for projects 
and/or staff ’ (ibid., p. 47).

Thus learning technologists are likely to be involved in informing insti-
tutional policy and strategy, and implementing coordinating and manag-
ing a wide range of activity. 

Practices of a more technical nature
Technical production and providing technical support are also mentioned 
in the texts. While job descriptions include activity which ‘typically focuses 
on educational or organisational implications’, they also include competence 
in technical issues (Oliver, et al., 2004). Responsibilities include providing 
support and advice on a wide range of activity to staff. For example, learn-
ing technologists are often expected to provide help with software, VLEs 
and technical infrastructure (Oliver, et al., 2004; ALT, 2005). As noted in 
the previous chapter learning technologists have both a ‘support role’ and 
a ‘development role’ (Gosling, 2008, p. 20). 

Role, professionalism and values
As we have seen in the previous chapter role, professionalism and ‘values’ 
carry significance in terms of guiding practice. In a study of staff support-
ing learning technology, values are mentioned frequently in relation to 
practice. When asked about the benefits and risks of using C&IT in learn-
ing and teaching it is claimed that ‘the values of learning technology staff 
emerged’. Such values include:
•		 A	strong	focus	on	quality	student	learning,	often	expressed	as	personal	

commitment arising from their own experience as learners
•	 A	positive	orientation	to	change	(excitement,	challenge,	adaptability)
•	 Belief	in	collegiality	and	teamwork,	though	a	sense	that	academic	col-

leagues sometimes undervalue their contribution
•	 Commitment	to	building	networks	and	working	across	boundaries
•	 Disapproval	of	cost-cutting	and	time-saving	measures	in	higher	educa-

tion.          (Beetham, et al., 2001, p. 6)

Beetham et al. also suggest that commitment to collegiality is particularly 
strong.
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In many respects they [new specialists] already constituted a research 
or professional community with inter-institutional networks and a 
strong sense of common values.  (Ibid.)

A review of accredited schemes for learning technologists similarly empha-
sises the notion of shared values.

...this group believe that their role is becoming a professional one; 
also, whilst their work varied considerably, there was evidence that 
their values were shared.  (Oliver, 2004, p. 3) 

Values are clearly important in three texts, (EFFECTS, 2003; SEDA, 2005; 
CMALT, 2005). For example, all texts linked to professional accreditation, 
frame professional practice in terms of values. The notion of ‘shared values’ 
seems to be a symbolically unifying concept and particularly prominent in 
discourses of professional accreditation of learning technologists.

Review of job titles
Appearing five years ago or earlier, the studies which form the basis of the 
review of learning technologists are representative of ‘first generation’ prac-
titioners (Conole, 2004b) – a concept which we will return to later in this 
chapter. 

In terms of current work of learning technologists, of approximately 112 
jobs listed over one year (2008-2009) few job titles were the same. Job titles 
included: E-technologist; Net Developer; Instructional Design Specialist; 
eContent Developer; Learning Technology Officer; E-Learning Facilitator; 
VLE Application Manager; Associate Professor of Educational Technology; 
Professor of Learning Innovation and Director of Information and Com-
munication Technology (see Appendix III for list of job titles). I want to 
suggest that the wide range of job titles confirms the varied activity of the 
learning technologists identified by Beetham, et al. (2001). Indeed Beetham 
et al. identify 58 different work activities which included the coordination, 
development, use and support of learning technologies (ibid). 

Nevertheless, despite the diversity of the job titles, the five categories 
identified in the literature review of ‘first generation’ learning technologists 
are apparent. For example jobs could easily be classified as teaching related, 
research related, management and leadership, coordination and organisa-
tion and design and development. 

The high number of generic or nonspecific job titles, such as learning 
technologist and E-technologist suggest that learning technology is an oc-
cupation demanding a wide range of skills and knowledge. In contrast, the 



  155 

specificity of some jobs titles indicate that distinctive and specialist skills 
are required, in relation to ‘the Net’, VLEs,146 3-D virtual environments, 
artificial intelligence, personal development planning, E-Assessment, im-
mersive worlds, eContent, etc.

However, traditional academic and research related posts persist also 
such as, chair, professor, research fellow, research associate research assis-
tant, PhD studentship and lecturer, as do conventional managerial posts 
such as manager, officer, advisor, coordinator and developer. The software 
designer is also in demand, contradicting the suggestion by Beetham, et 
al. (2001) that universities are moving away from development of applica-
tions and content. One reason for the appointment of designers could be 
the arrival of Web 2.0 which has influenced a shift away from proprietary 
VLEs to locally-based solutions. 

Summary
Being a learning technologist clearly involves multiple (and composite) 
roles. Nevertheless the selected texts suggest overall that many practices of 
learning technologists are much the same as those of conventional university 
teachers, and educational developers, and other new professionals who aim 
to support academic practice. For example, to mentor colleagues learning 
technologists draw on their interpersonal and teaching skills, ‘keep abreast 
of development’, draw on information and dissemination skills, and read 
up on secondary research. 

From the review it is clear that ‘learning technologists’ are occupied 
principally with supporting the core activities of the university (teaching 
and research) and with institutional strategy. Integration and application 
appear as key characteristics associated with the interdisciplinary nature 
of their work. The review of recent job titles also suggests a trend towards 
research-based activity; however it is also clear that the diverse and multi-
faceted practices of learning technologists identified in earlier studies are 
evident in current practice. 

Perspectives on research
This section explores different perspectives and approaches to research in 
the sub-field of learning technology. 

The form and range of research which illuminate the incorporation of 
new technologies into higher education has already discussed (Ely, et al., 
1988; Schön, 1995; Land and Bayne, 2005; Price, et al., 2005, p. 72; Selwyn, 
2006; Conole and Oliver, 2007). For example, Price, et al. (2005, p. 5) 

146 The NET refers to the Internet; VLE, refers to Virtual Learning Environments.
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suggest that research on the impact of technology on education is ‘diverse 
with no well established methodologies’ and Selwyn (1997, 2006) argues 
that the literature on learning technology remains marginalised, for exam-
ple escaping the critical eye of sociologists. Meanwhile Oliver, et al., sug-
gest that the learning technology community has adopted techniques from 
other disciplines without fully understanding ‘the values and assumptions 
from which they have been deployed’ (Oliver, et al., 2007, p. 22).

As technology has become more embedded in the knowledge society, 
research interests have challenged the conventional research/practice du-
alism, by focusing on ‘the knowledge-technology-society nexus as an ob-
ject of investigation’ (Oliver, et al., 2007, p. 21), an important relationship 
identified by Ely in the 1980s. Thus, as the focus of research shifts, the ter-
minology used for the subject of the research also alters. For example, Co-
nole, et al. (2003) define learning technology itself as a research area, and 
four years later, Conole and Oliver (2007) identify e-learning as the ‘field’ 
of research. Conole (2004b) recognises that, as new research communities 
form, they are likely to create fault-lines through the home discipline (or 
field) as well as difficulties in gaining acceptance by the broader academic 
community. Thus the ‘fields’ of educational technology, learning technol-
ogy, e-learning, technology enhanced learning (TEL) and distance learning 
either overlap or are closely related to each other – and therefore may not 
be well understood outside the ‘field’. 

As we have seen, the hyperbole surrounding technologies in higher edu-
cation bolstered by the establishment of organisations such as JISC, present 
universities and other institutions with the continuing task of keeping up 
with the pace of change. For example, a briefing paper from JISC is clear 
about its priorities.

The sector is investing in a diverse range of solutions under the 
e-learning banner, some of which are moving towards maturity whilst 
others represent research and development activity. However, the 
challenges to institutions, and the education systems more broadly, 
are significant if they are to keep pace with the developments in 
technology which have so much to offer. Continued investment 
and innovation in the field of e-learning is essential if the UK is to 
remain a world leader in education. 
 (Joint Information Systems Committee, Briefing Paper, 2008).  

Such a statement resonates with Schön’s view that the main danger is that 
‘technological innovation belongs to us less than we belong to it’ (Schön, 
1967, p. xiii).
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The pace and interests of learning technology development in the UK 
prompted a proliferation of research strategies such as the launch of a re-
search strategy by Association for Learning Technology (ALT), the aim of 
which is to ‘work to establish LT as a research discipline in its own right and 
to enhance the status of Learning Technology and Learning Technologists’. 
(ALT, 2005). Another research development in the UK was the launch of 
the e-Learning Research Centre (eLRC) funded by the Higher Education 
Funding Council of England (announced 2003). The aim was to ‘identify 
and investigate research problems in the field of e-learning that are of stra-
tegic importance for the sector as a whole’. This remit was later extended by 
the creation of an e-Learning Research Observatory, supported this time by 
the Higher Education Academy (2007) (mentioned in the previous chap-
ter). The main task of the e-Learning Research Observatory was to become 
the national centre (described as ‘one-stop-shop’), for identifying, collating, 
assessing and disseminating national and international e-learning research. 
At the time of writing the final section of this thesis (June 2009), it proved 
impossible to access the website of the Research Centre and the Observa-
tory (previously available). A spokesperson at the Higher Education Acad-
emy confirmed (by phone) that both have been absorbed into EvidenceNet 
(hosted by the Higher Education Academy). EvidenceNet, launched in 
June 2009, is a service aimed at promoting and exploring the use of ‘prac-
tice and research-based evidence in teaching and learning in Higher Edu-
cation’. However, at the time of writing147 there was little evidence of any 
research findings accumulated by the e-Learning Research Centre and the 
Observatory and little trace of their short history.

We have already seen that the JISC has provided substantial funding for 
e-research projects and programmes. In addition the Economic and Social 
Research Council (ESRC), the main funding council for social science re-
search, has worked in collaboration with the Teaching and Learning Re-
search Programme’s Technology Enhanced Learning Phase (TLRP, TEL) 
to support mainstream research on ‘digital technologies’ and their potential 
for learning. The aim of the collaboration is stated as follows:

To support innovative interdisciplinary research collaborations 
focusing on the creation, development and exploitation of digital 
technologies for learning through a better understanding of their 
capability to transform the quality of learning experiences and lead 
to enhancements in learning outcomes.  (ESRC, 2009)

147 Launch date set for 30.06.2009, last accessed 15.08.2009.
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The complexity of this task can be seen in the large number of character-
istics associated with the development of digital technologies and the em-
phasis placed on interdisciplinary research and the various institutional col-
laborations between ESRC/EPSRC, the Teaching and Learning Research 
Programme (TLRP), the JISC, Becta and the HEA. Furthermore, the fol-
lowing footnote to a funding call which explains the relationship between 
Technology Enhanced Learning and e-learning suggests a certain amount 
of ambiguity regarding the two terms.

This call uses the phrase ‘technology enhanced learning’ to refer 
to what has recently been termed ‘e-learning’. The European 
Commission is currently using the phrase ‘Technology Enhanced 
Learning’ for Framework VII, and will promote it as a ‘new’ research 
area. This call uses the same phrase in order to support that vision, 
and to ensure alignment with European research groups working 
in the same field. (ESRC, 2009)

The swift changes in terminology suggest a volatile field. For example in a 
short space of time ‘eLearning’ research has declined to be replaced by Tech-
nology Enhanced Learning as the key area for policy and funding.

We have already seen in the UK that different agencies can work together 
productively. For example, the JISC has currently (at the time of writing) 
collaborations either with ALT, Becta, ESRC, TLRP and HEA, the latter 
of which also works closely with the HEFCE. However, the organisations 
themselves acknowledge that each of them has different priorities which 
emphasise different forms of activity. For example ALT reserves particular 
criticism for research on learning technology; as generally ‘irrelevant’, fail-
ing to address the problems facing practitioners and ‘resource controllers’, 
and using incomprehensible ‘pedagogical language and terminology’. Rath-
er, ALT has sought to achieve ‘“embedding” of e-learning’ (ALT Research 
Strategy, 2005, p. 1). Thus the ALT research strategy identifies a number 
of issues for learning technology researchers, practitioners, developers and 
resource controllers which include: 
•	 personalisation	and	diversification	in	relation	to	mass	systems	and	glo-

bal markets; 
•	 access	and	equal	opportunities;	
•	 completion	and	drop-out	of	students;	
•	 appropriate	assessment;	
•	 integration;	
•	 reusability;	
•	 cost	effectiveness	and	efficient	learning;	
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•	 quality	assurance;	
•	 relationship	between	informal	and	formal	learning;	
•	 ‘student	control	of	the	learning’.	

As already noted ALT is particularly critical of the form of pedagogical lan-
guage used. It be could argued however that language in its own strategy 
documents is too ‘management-speak’ in discourse and style.148 In the ALT 
research strategy document, for example, terminology includes ‘harnessed’, 
‘mechanisms’, ‘bolted on’, ‘deployment’, ‘retrenchment’, and ‘drive’. Moreo-
ver the document implies the existence of consensus as in, for example, ‘an 
agreed set of knowledge, values and strategies that are used by practitioners’ 
(ibid.). Such ‘management-speak’ appears mechanistic and authoritarian and 
fails, it seems to me, to communicate the interpretive and dialogic nature of 
much practice and knowledge generation among learning technologists.

Management-speak predominates as do research questions about ‘how’ 
rather than ‘why’, for example: ‘How do we ensure …? ’How do we make 
…?’ and ‘How do we deliver …?’ ALT claims to want to pose research ques-
tions ‘in a form and language to which institutional managers will relate’; 
however, the framing of the questions is mostly instrumental and technical 
reflecting, it seems, a closed and positivist stance towards what is termed 
‘scientific’ research. Thus, the focus of learning technology research for 
ALT is largely practical and mainly directed towards enabling users to ap-
ply hardware and software. 

As already noted, scholarship and how educational technology impacts 
on society and culture is of little interest. Because of this perhaps there is a 
danger that research on the application of new technology in higher educa-
tion is being co-opted by managerialist discourses (see also Trowler, 1998; 
Deem, 2001; Clegg, Hudson, and Steel, 2003) or being separated from 
practice by generation gaps (Conole, 2004b). 

The range of research issues noted in this section indicate both a ma-
turing of a research sub-field and continuing fragmentation and division 
as each phase of technological development generates a different policy 
agenda. Either way, fragmentation provokes struggles over social, cultural 
and economic capital, paralleling other changes in the contemporary uni-
versity (Barnett, 2005).

148 Management speak is seen to be highly skilled persuasive communication techniques 
and is an expression used in relation to making something seem more impressive than 
it actually is. See also Plain English Campaign, http://www.plainenglish.co.uk/mgmt-
speak.htm (accessed 04.05.2008).
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Position and location in the field
As we have seen, the emergence of learning technology as a strategically im-
portant sub-field within higher education has prompted formal (funded) 
research studies into the role, practices and career development of its prac-
titioners (Beetham, et al., 2001; Oliver, 2002; EFFECTS, 2003; Oliver, 
et al., 2004). This section explores the trends emerging from the studies, 
and in particular their impact on the positioning and capital of learning 
technologists.

National position
Studies of what learning technologists do suggest that learning technologists 
are an established entity in Higher Education. The creation of the Certificate 
of Membership to the Association for Learning Technology (CMALT) in 
2005, an accreditation scheme specifically tailored to learning technologists 
lays out principles, values and definitions of core areas of work and specialist 
areas. Prompted by requests for a ‘simple’ accreditation process for learning 
technologists, CMALT aims to be ‘a simple, economical, voluntary, peer-
based structure to accredit individual members as Learning Technologists, 
in collaboration with HE, FE, and industry bodies.’ (CMALT, 2005). De-
veloped over a period of two years and based on a study of university staff 
involved in communication and information technology (Oliver, et al., 
2004), CMALT was initially welcomed by learning technologists because 
it offered ‘specialist recognition’, and a framework for professional reflec-
tion and development and bridged the divide between further and higher 
education (Lessner, 2007). Professional Development Framework Awards 
established by the Staff and Educational Development Association (SEDA, 
2005) also enabled learning technologists to gain national recognition for 
their particular specialist capabilities, in particular awards entitled Embed-
ding Learning Technology and eXploring Learning Technologies. However, the 
existence of different accredited routes through different professional bodies 
raises questions. For example, about the value of the accreditation in terms 
of cultural capital or whether different professional routes were complimen-
tary or competitive? Later, in chapter eight, we shall see that navigating an 
array of associations and networks and awards has been problematic, par-
ticularly for newcomers to the field. 

ALT and SEDA also provided various arenas for discussion including 
seminars, annual conferences, research journals, newsletters, and regular in-
formation digests. However, unlike SEDA, which remains focused on ‘pro-
moting innovation and good practice in higher education’ (SEDA, 2008), 
ALT moved to broaden its membership to include in addition to higher 
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education staff: representatives from large and small suppliers of technology 
services and content, government agencies, standards and specification bod-
ies, and sponsoring members (ALT strategy, 2007-2010). ALT thus displayed 
wider commitment to providing support for practitioners, and to increase 
membership outside HE and FE (ALT Strategy, 2007-2010, p. 3). 

Support for learning technology in other European countries varies from 
that in the UK. For example, in the Netherlands, the Dutch collaborative 
organisation for higher education institutions and research institutes (SURF) 
has a strong focus on innovations in ICT and a remit to provide an ad-
vanced ICT infrastructure to enable higher education institutes to improve 
the quality of learning, teaching and research. In Sweden, as noted in the 
last chapter, the Agency for Networks and Cooperation in Higher Educa-
tion (NSHU) aimed to encourage scholarship and collaboration, improve 
the quality of support for teaching and learning and support the employ-
ment of IT in distance education. However, dissolution of the NSHU has 
left little co-ordination at a national level for ICT. This offers a contrast to 
the UK where a number of national government funding agencies and pro-
fessional associations have acquired a remit to provide guidance, advice and 
funded opportunities to support and promote the use of ICT in teaching, 
learning, research and administration.

European-wide associations and societies have tended to take a broader 
approach to representing those engaged in applying ICT to education. For 
example, the European Distance and E-Learning Network (EDEN), estab-
lished in 1991, is a network and meeting place for the open, distance and 
e-learning community in Europe. EDEN emphasises its collaborative non-
hierarchical role, i.e. ‘fostering developments and collaboration in the con-
stantly evolving field of e-learning and distance education by shaping Eu-
ropean policy and offering services in a non-hierarchical manner’ (ibid.). 

Whilst there is strong support across Europe, particularly from the Eu-
ropean Commission for innovative practice and knowledge building, in 
learning technology, 149 the impact and implementation of new technolo-
gies on European higher education institutions suggest tensions between 
policy and practice (Cousin, et al., 2004). Educational developers and learn-
ing technologists together are identified as mediators or meaning-makers 
in resolving some of these tensions with ‘the complexity of the relationship 
between technology and changes in roles and practices’ much emphasised 
(Price, et al., 2005, p. 72). The need is expressed for appropriate research 

149 For example at the time of writing the fifth ICT call under FP7, objective ICT-2009-
.4.2: Technology-enhanced Learning, was announced.
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methods for studying how and why these tensions occur and the extent to 
which they can be addressed (Price, et al., 2005). Thus, in Europe as well 
as the UK, learning technology is well supported by networks, funded ini-
tiatives and is strengthening its position. However, its status and position 
in different national contexts is variable. 

Local positioning: centralised support and integrated activity
The presence of new technology professionals is reported by JISC in a 
study entitled Career Development of Learning Technology Staff (Beetham, 
et al. (2001) and reveals the extent of the spread of this new professional 
grouping:

…around 7500 learning technology specialist staff (not including 
academic staff ) were working in UK universities [in 2000]. Around 
4500 of these were found in central units and around 3000 in non-
central locations, though the latter figure is likely to be an under-
estimate due to the difficulty of identifying these staff.   
 (Beetham, et al., 2001, p. 4)

The study also noted that 10 per cent (around 8000) of academic staff in in-
stitutions that took part in the survey described themselves as ‘actively work-
ing to embed learning technologies into their learning and teaching activities’ 
(ibid.). A more recent study of educational development units suggests that 
educational development posts (which include learning technologists), are 
becoming more integrated into faculty and departmental structures rather 
than based in specified central professional development or educational de-
velopment departments (Gosling, 2008). Both studies reinforce the percep-
tion of learning technology as simultaneously specialist and multidisciplinary 
and thus likely to become part of mainstream university activity. 

Conole (2004b) identifies ‘first generation’ learning technologists in the 
UK as having multi-faceted roles, and a commitment to working across 
boundaries, e.g. subject departments, though often based in subject disci-
plines. Beetham, et al. (2001, p. 37) similarly suggest that learning tech-
nology ‘roles’ are ‘highly complex and multiply-determined’ and often em-
bedded within a wider remit, as, for example, staff developer, lecturer/tutor, 
researcher, librarian, etc. However, in some cases, learning technologists 
are located in specialist learning technology units and centres, for example 
educational development units (see chapter five and six and also Beetham, 
et al., 2001; Oliver, et al., 2004; Conole, 2004b; Gosling, 2008). Learning 
technologists thus seem more of a ‘loose affiliation of individuals’ working in 
diverse locations (Oliver, 2003) than a distinctive ‘community of practice’. 
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Oliver further suggests that the term learning technologists is often applied 
to part of a portfolio of duties. Nevertheless, Oliver, et al. (2004) claim that 
a group of professionals in UK HE exists which is comfortable with the title 
of learning technologist as the prime signifier of what they do. 

Summary
In summary, there has been a high level of complementary activity among 
associations and national agencies aiming to support learning technology in 
higher education in the UK and elsewhere. Learning technology as a sub-
field has benefited from strong centralised support and from large amounts 
of funding from national and European agencies, not least because of the 
role new technology is expected to play in underpinning the increased busi-
ness orientation of higher education in the knowledge economy. Whilst, 
strategic targets and specific institutional themes seem often to dictate the 
specific nature of learning technologists’ work, the strong position of learn-
ing technology at a national level is accompanied at a local level, by more 
unevenly distributed working practices and relationships.

Learning technologists: struggles in the field 
Consideration of the background of learning technology reveals recurring 
social, cultural and educational factors which influence the application of 
new technologies to learning. Thus, we have seen that the rapid pace of 
technological development, and its impact on the economy, society and 
the educational community in the 1920s, prompted the emergence of the 
educational technologist in the USA. A similar development took place in 
the UK in the 1960s, and 1970s with the onset of large multi-media ‘open’ 
higher education institutions. Likewise, globalisation, widening participa-
tion and the widespread use of the internet created a different type of edu-
cational technologist in the 1990s. Similar sets of technological, economic 
and social factors are predicted to have an impact on the global profile of 
higher education in the 21st century, the outcome of which is difficult to 
determine (Daniel, et al., 2006). 

Another recurring factor has been struggles and tensions over position 
and capital. For example, the emergence of educational technologists was 
marked by struggles over how to give voice to a new movement and new 
force within the larger university organisation (AECT, 1977). Likewise, 
over the past 15 years or so we have seen similar struggles over how the 
voice and activities of learning technologists are represented, and the ex-
tent to which they are autonomous or influenced by the demands of gov-
ernment funding.
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Learning technologists have been shown to have various identities: for 
example, as part of a ‘community’ (Beetham, et al., 2001), as members of a 
discipline and/or ‘field’, or as individual professionals (Oliver, 2002; Conole, 
2004b; Smith, 2005). Thus there have been differences whether to speci-
fy individual learning technology characterisation in terms of establishing 
professional standards (CMALT, 2005) or whether it is a broad, self-deter-
mining field. Conole (2004b) favours the latter in suggesting that learning 
technology has matured as a ‘field’ and is moving into a second phase of 
development. The ‘first generation’ learning technologists Conole argues, 
had diverse disciplinary backgrounds and though were well qualified and 
highly motivated, had the ability to collaborate across ‘institutional silos’ 
and acted as change agents by adopting multi-faceted roles (ibid.). Conole’s 
second generation is characterised by a ‘diversification of interests’, increased 
specialisation, greater interest in providing direct practitioner support, and 
better professional accreditation (ibid.). The two generations or ‘waves’ reveal 
distinct characteristics which have impacted at institutional and national 
levels, for example, in widening the gap between researchers and practition-
ers and in first generation practitioners having a correspondingly greater 
impact on policy and research imperatives in HE (ibid.). 

The discourse used to promote learning technology as a field, sub-field, 
discipline and/or profession is frequently contradictory as already noted. Thus 
the Career Scoping Study mentioned above suggests that there is always go-
ing to be a need for a ‘core group’ who can ‘communicate with all the dif-
ferent specialisms of learning technology’ (Beetham, et al., 2001, p. 68), yet 
the ubiquity of learning technology in higher education renders obsolete any 
attempt to narrow definitions. Other studies into the roles and practices of 
learning technologists (Oliver, 2002; Oliver, et al., 2004) likewise highlight 
the difficulty of defining a professional grouping that spans all aspects of uni-
versity practice. Instead, they identify different issues for example:
•	 position,	in	terms	of	the	professional	status,	of	the	individual	and	the	

sub-field within the broader field of academic practice
•	 practice,	in	terms	of	the	nature	of	activity,	and	tendency	towards	short	

term-ism and overly wide-ranging activity
•	 professional	pathway	and	the	nature	of	career,	which	remain	fragment-

ed and unclear despite the introduction of accredited schemes. 

Studies suggest, as we have seen, that learning technology is a dispersed, di-
verse and divided sub-field, yet is influential in terms of policy and strategy 
with a certain amount of autonomy as exemplified in the autobiographical 
narrative. Thus, ‘headstrong learning technologists’ are viewed with sus-
picion by ‘thoughtful bibliophilic academics’ (Cousin: in Land, 2004, p. 
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130). However it could be argued it is the latter who have born the brunt, 
of the struggles between faculty and management. So, while learning tech-
nologists are often seen as peripheral to the core work of the university 
even if protected by ‘mystifying’ terms and discourses and practices not to-
tally understood by senior managers (Oliver, 2002), they have evolved and 
strengthened their position in the university. 

As new technology becomes more pervasive and important to universi-
ties, the social, cultural and economic capital of those working with tech-
nologies is likely also to increase. Together, the prioritisation of learning 
technologies in government policy, the drive to establish activity related to 
teaching, learning and digital technology as a research field, the role of new 
technologies in the branding and marketisation of universities, and the po-
sition and status of leading learning technology practitioners on national 
committees; then all signify the rising position of new technologists within 
higher education, as perhaps the most highly political ‘animals’ of the cur-
rent era (Smith, 2005, p. 94). However, as we have also seen, the lack of 
critique in the learning technology literature (Ely, et al., 1988; Land and 
Bayne, 2005; Selwyn, 2006) reinforces the sense of insularity and positiv-
ism and also suggests that learning technologists are more concerned with 
keeping pace with technological innovation, than with influencing aca-
demic values, practices and systems as a whole. Thus learning technology 
lays itself open to accusations of technocentric determinism or being just 
an instrument or ‘arm’ of management. 

Summary 
In this chapter, we have seen that, learning technologists have held varying 
views about their identity and practices. Whatever their assumptions, the 
nature of the professional group has changed with increasing efforts made 
to establish learning technology as a new research discipline and field of 
study with its own set of professional values and standards. However, learn-
ing technology is not new in the sense that it is a long standing academic 
field with interests similar to the newer fields currently being established. 
Although it is often described as new by today’s advocates, it is also evi-
dent that current learning technology practitioners are able to build on the 
knowledge gained by previous generations. However, questions remain re-
garding the diversity of practices and the uncertainty of professional career 
routes and position within the broader context of the higher education 
community today. For example, the implications of establishing learning 
technology (and latterly e-learning and technology enhanced learning) as 
‘new’ research fields prompts issues of formal recognition and impact on 
those working with new technologies and researching practice in broader 
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university settings. More particularly, it is uncertain how the sub-field and 
the sub-sub-fields will resonate with more established fields such as educa-
tional technology, distance learning and higher education studies as well 
with the higher education sector generally?

The overall review of selected literature, thus, has raised the following 
issues:
•	 generation	gaps
•	 confusing	and	often	unproblematised	efforts	to	establish	new	fields	of	

research and new disciplines
•	 struggles	for	power,	capital	and	position	in	the	broader	university	set-

ting and at a national level
•	 differing	perspectives	of	research	as	either	about	keeping	up	with	tech-

nology, implementing technology, developing ideas about practice or 
critical research on the impact of new technologies on education, cul-
ture and society

•	 uncritical	approaches	to	research	and	practice	which	embody	
Bourdieu’s view of coercive agents and symbolic violence 

•	 uncertainty	about	professional	career	routes.

Clearly the use of new digital technologies in higher education is multifac-
eted as the demands placed on the new university render it susceptible to 
the promise of technological solutions. Accordingly, the position and prac-
tices of staff working with new technologies are subject to constant change 
as technological trends come and go and national and institutional impera-
tives appear. Initially enthusiastic and curious teachers committed to sup-
porting and working with colleagues on how best to use new technologies 
in courses and programmes, their habitus has become increasingly politcised 
as practice is inextricably tied to areas of funding and to the promotion of 
the ‘entrepreneurial university’ and the knowledge economy. 
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Chapter 8. Interviews with practitioners 

Introduction 
This chapter seeks to gain an understanding of the relationship between 
the two sub-fields of educational development and learning technology 
through an analysis of interviews with practitioners, seen in this study as 
‘knowing agents’ who have actively contributed to the construction of the 
field (Bourdieu, 1998, p. 25). An exploration and analysis of habitus, social, 
cultural and economic capitals are thus seen as central to understanding 
‘the new professional game’ and indeed the ‘logic of the new professional 
field’ (Bourdieu and Wacquant, 1992, p. 108). The interview questions are 
framed by Bourdieu’s concepts of habitus, position and capital (which are 
discussed in some detail in chapter two). The questions are also designed 
to probe themes which emerged from the autobiographical narrative and 
the literature review. The analysis of the interview transcripts is approached 
with a secondary aim of identifying issues and perspectives which have not 
been previously identified in other parts of the study. 

As discussed, in chapter three, nine practitioners were interviewed who 
have experience of working in educational development and/or learning 
technology. All have cross-institutional roles. Some have held relatively 
stable positions, whilst others have moved around the sub-fields and the 
broader field of academic practice. Indeed the paths and positions of the 
practitioners interviewed are all different. Included in the sample are ex-
perienced practitioners in senior roles and those relatively new to the sub-
fields, men and women. 

The coding of quotations is based on the initial criteria used to select 
the practitioners, and takes into account the multidisciplinary nature of the 
work and a certain amount of repositioning which came through during 
the interviews (see chapter three). Thus for respondents who work in an 
educational development role which incorporates responsibility for learn-
ing technologies, the classification of hybrid is introduced. The coding of 
quotations and an explanation of the tags used in the quotations can be 
found in chapter three. Throughout this chapter practitioners who took 
part in the interview process are referred to as respondents. 

The chapter is divided into six sections. The first section sets the scene by 
exploring current job titles and roles. The second section explores habitus, 
in terms of early experiences, interests and beliefs, with the aim of gaining 
an understanding of how initial capital is developed and how internalised 
disposition is reflected in the practice and actions of agents. Section three 
focuses on social capital as a resource identifiable in terms of social networks 
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and position, and the interpersonal skills accumulated through habitus, ed-
ucation systems and workplace experiences. Section four explores cultural 
capital in terms of accumulated, specified knowledge and skills which can 
be found in practices, tacit knowledge and formal certification. Section five 
investigates economic capital, in terms of funding and resources, while the 
final section, offers a brief synopsis of the chapter as a whole. 

Job titles and roles 
Previous chapters of this study have already shown variation in job titles 
and roles. In this section, the job titles, views of role and personal orienta-
tions of the respondents are explored and discussed. 

In order to safeguard anonymity, job titles are not described in full. How-
ever, to provide an indication of the sample of practitioners interviewed, dif-
ferent terms used in the job titles are identified. The jobs of the practition-
ers interviewed include titles such as: technologist, coordinator, executive, 
architect, Professor of [……] and Head of [……], other terms in job titles 
include eLearning, learning technology, learning and teaching, academic 
practice, education development, research and strategy. As the practitioners 
were chosen to reflect difference in terms of sub-field, gender, age, and spe-
cialism, it is not surprising that the job titles vary. However, it is clear from 
the quotations below that both experienced practitioners and newcomers 
are often able to negotiate, shape and mould their own roles. 

It’s a post that’s really being shaped and moulded at the moment... 
[……] … so I am now sort of developing in my role ...  (F2H)

There isn’t really a job description of what I’m doing’ [……] I’ve 
always seen the job description like a blank sheet. It’s just something 
to develop.  (F1LT)

Thus, for some respondents, role as defined by activities and practices as-
signed from formal or informal sources, is developmental. 

Uncertain boundaries
Whilst a job title may indicate a formal position within an institution or 
organisation and a localised position and identity, the articulation of role 
beyond the local setting is often problematic. A key issue is one of clarity; 
how boundaries are defined. For example a respondent working in educa-
tional development describes his senior role as being ‘quite vague’ (M1ED). 
Lack of clarity is often seen as affording a certain amount of autonomy, an 
indication of privileged status amongst ‘old professionals’ (see also chapter 
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one). Respondents also highlight the wide range of activity encompassed by 
their role. For example, an experienced learning technologist, whilst seeing 
a ‘broad remit’ as being ‘the nature’ of the job also indicates that it ‘feels a 
bit too broad’ (M1LT). 

Most respondents refer to the complexity associated with their role, po-
sition and professional identity. Below, a newcomer to educational devel-
opment clearly finds the ill-defined nature and broad remit of her work 
frustrating: 

I guess I’ve always struggled with educational development [……] 
you say you’re an educational developer and spend the next fifteen 
minutes explaining what that is, and why people don’t value it and 
all this kind of thing. [……] I feel often that I’m all over the place. 
I have to know about everything. And actually, just for a bit I want 
to become an expert in an area.  (F2ED)

Similarly, an experienced learning technologist and a relative newcomer to 
a hybrid role express respectively uncertainty regarding professional iden-
tity:

...my area is technology assisted learning, [……] if there is one, 
you know. [……] But I see myself as being an educationalist… 
[……] So a learning technologist isn’t quite right really. I’m not 
a technologist as such. …I’m an educational developer I suppose, 
with a strong interest in technology.  (M1LT)

I seem to sit between our existing learning technology team, where 
they’re administrating [the VLE] and delivering training [……] 
and the educational developers and I feel that I’m a bit of both, 
sitting in the middle. [......] So I don’t see myself, I don’t see myself 
as a learning technologist to be honest. [......] I think I’m a bit of a 
hybrid.  (F2H)

The central feature of the work of both the above respondents is support-
ing the use of learning technologies. However the quotations suggest that 
both have reorientated their position towards ‘educational development’. 
Both respondents identify two groupings, technological and educational. 
In the first quotation the respondent positions himself in the educational 
developer camp, whilst the second respondent positions herself as a ‘hybrid’, 
‘sitting in the middle’ between the learning technology team and the edu-
cational developers. The notion of hybridity and ‘sitting in the middle’ give 
a sense of overlap; however, a position ‘between’ can also signify a space of 
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struggle, and indeed Becher (1989) suggests that the overlapping interests 
of academic disciplines can result either in unification or division. 

The perceptions of the respondents indicate that a reorientation and 
struggle over position and identity are taking place. Indeed Bourdieu (1990, 
p. 136) understands such struggles as over ‘symbolic capital’. That is to say 
that agents struggle over their job titles in order to establish identity, adopt 
the identity of a group and/or make themselves distinguishable within the 
established social order. Thus, all respondents show a strong inclination to 
emphasise academic and educational practices rather than technological. The 
strong leaning towards education may reflect personal disposition; however, 
it may also be a response to the symbolic value and status of different types 
of occupational capital. This will be explored later in the chapter. 

New Professionals?
All respondents found the concept of a ‘new professional’ problematic. Most 
indicate that being ‘professional’ is important to them, and there was a gen-
eral consensus that professional qualifications and professional associations 
such as SEDA and ALT are indicators of a ‘profession’. 

Understandably the argument by Beck (1999) that new professionals 
are merely tools of management provokes mixed reactions. Indeed the no-
tion of new professional raises a number of contradictions for respondents 
in terms of identity, position and practice. One respondent working in ed-
ucational development agrees that practitioners may ‘come over as hand-
maidens of management’ (M1ED), yet another, working with learning 
technologies, challenges the idea that new professionals ‘are [just] there to 
support change and reformed universities’ (interviewer), arguing strongly 
against the idea and describing it as ‘risky as a concept’ (M1LT). The same 
respondent went on to explain that he was involved in writing, implement-
ing and monitoring strategy and policy and was in the process of looking 
at how the integration of the virtual learning environment into the student 
management system ‘can yield quantitative data which can be used more 
effectively for on going institutional audit’. He later suggests that ‘there is 
a connection but not one which should be emphasised’. Such a response 
could be seen as a failure to understand or even denial of the true relations 
of higher education forces and an individual’s position. This exemplifies 
Bourdieu’s identification of the misrecognition of power and, as such, of 
the impact of symbolic violence. 

Some respondents associate the notion of being a new professional with 
the newness of their jobs. An experienced learning technologist considers 
that his work was really about ‘understanding fundamentals and then just 
simply adapting the technology of the moment’, but also that he might 
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have seen himself as a new professional ten years ago (when he entered the 
sub-field) but wasn’t sure that he did now. However, he went on to suggest 
that his current ‘multidisciplinary’ position ‘of some authority in the insti-
tution’ may be new (M1LT), and that a learning technologist in a position 
of power is possibly new. 

In contrast a newcomer to learning technology seems more confident 
that he is a new professional.

Yes is the short answer to that. [……] Because the need has only 
been in the last two or three years. The need for a role like this has 
only just started to be recognised. It’s not that it hasn’t been there 
for quite some time it’s just the actually process of defining the role, 
putting the job spec out and asking for people to apply, has only 
just started.  (M2LT)

For others there is more uncertainty about the use of the term. A newcomer 
to educational development is unsure about the status of her role, its his-
tory and its position within the university.

I don’t know I’m not sure. I don’t really think so. It depends [……] 
I mean there has been something here for the last eight years where 
they’ve had people doing my job. I mean I guess it’s new in terms 
of that I guess it grew, didn’t it out of the Dearing Report – so it’s 
not massively old but [……] I feel like here at least it’s established. 
[……] So for me [……] they see it as a profession within their 
institution. So it’s embedded I guess. [……] but yeah it’s new as 
in 1997 – not old. I mean don’t know enough really about what 
happened in institutions before then. I certainly know that when I 
was a student I [……] I find it difficult to see any evidence of any 
kind of educational development activity, certainly with the people 
that taught me.  (F2ED)

The same respondent also suggests that her position as ‘kind of stuck in the 
middle’ and her practices that ‘drive a lot of strategic activity’ are indicative 
of a new area of work. 

It was also argued by an experienced respondent that the hybridity and 
distinctiveness of ‘academic development’, its focus on teaching and learn-
ing in higher education which, as a space had been created ‘over a relatively 
short period of time’, could position it as one of the new professions (F1ED). 
Another experienced respondent reflects on the use of the concept as a way 
of claiming a position within the established social order. 
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...but sometimes I wonder whether this sort of language of new 
professionals is a way of trying to justify your existence when you 
position – reposition yourself within a hierarchy or an organisational 
structure. Perhaps we need to pursue it a bit further for me make 
sense of it.  (M1ED)

Thus it seems that there is uncertainty about the concept of new profession-
al, concern about the positioning and perception of work within the uni-
versity and limited knowledge and understanding of the social and cultural 
conditions which shaped current roles. However, some respondents indicate 
that the multidisciplinary nature of the work, the position it occupies be-
tween policy and practice, the recent increase in emphasis on teaching and 
learning in higher education and positions of ‘authority’ directly linked to 
learning technologies are characterisations of new professionals. 

Habitus
At the start of each interview the respondents were encouraged to talk about 
their education and professional route through to their current position, 
rather than their early childhood experiences. Thus it is not possible to derive 
conclusions about family and class. Also whilst most respondents worked 
in a variety of settings outside mainstream higher education, respondents 
only mention these experiences briefly.

The respondents, describe their experience of education and early work 
experiences in higher education to varying degrees. Some were more reveal-
ing about their practical world as a system of intuitive and motivational 
structures. They tended not to dwell on their school education. However, 
the impression gained was that most had traditional middle class English 
education; that is to say they completed advanced level examinations at 
school and attended university or college to study at degree level. Interest-
ing stories emerged regarding professional journey, habitus and initial accu-
mulation of various forms of capital. For example one respondent empha-
sises the transition from a working class background to study in an ‘elite’ 
institute of higher education. 

...I’m first generation into university from, sort of, local, working 
class background. And so I think a lot of my framings come out 
of that. [……] I went to [……] College, which was very, in 
class terms, a very elite sort of place. It had been an all women’s 
college…  (F1ED)
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In contrast, another describes a journey marked by an orientation towards 
work opportunities which have been predominately shaped by a steady ac-
cumulation of different forms of capital in the workplace. 

...I came to the university 23 years ago after having left school with 
four ‘O levels’ [……] I came as a clerk typist. [……] ...I moved 
into web training [……] which was a fairly steep learning curve 
[……] and it was a sort of baptism of fire [……] and that was 
how I got introduced to web materials. [……] ...whilst I was doing 
the web training I had the opportunity to start teaching part-time 
[……]. So I started teaching skills modules, IT skills modules. 
I’ve been doing that probably about 13 years or so, and that was 
part time in the evenings... [……] and I’d already done a teaching 
certificate by that point as part of the training I was doing.  (F2H)

The two cases above highlight differences in terms of educational back-
ground and habitus, and also that significant transitions are marked by 
the accumulation of different types of capital. For example, while the first 
(woman) talks about an ‘elite’ schooling, which, as Bourdieu points out, is 
a key source of capital and privilege, the second (woman) shows that for-
mal qualifications may be gained and technological knowledge accrued in 
the workplace. The formal qualification, what Bourdieu (1986) describes 
as ‘institutionalized capital’, is an important indicator of status; however, 
gaining knowledge and skills related to contemporary technologies and the 
web also began to accrue cultural capital in higher education in the 1990s. 
One reason, as we have seen, was that during the 1990s ‘entrepreneurial’ 
universities began to value and integrate a range of non-traditional knowl-
edge and skills into traditional academic practices (Clark, 1998). Initial 
capitals accrued by respondents are thus wide ranging. 

Prioritising independence, autonomy and creativity
For some respondents university education was a positive formative experi-
ence, while others found their experience of being a student, and of study-
ing at university, constraining and frustrating. For example a senior practi-
tioner in educational development explained how he found an alternative 
and unconventional way of ‘negotiating’ his university programme because 
it was not meeting his ‘needs’ (M1ED). In the quotation below a newcomer 
working in educational development talks about her initial frustration with 
university life, and her struggle to find a learning experience that allowed 
her to be more independent. 
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...I was absolutely certain that was what I wanted to do. [……] 
Ironically of course when I got there [……] for me the experience 
[……] wasn’t what I expected University to be like. I didn’t like it 
at all and it made me decide that I wanted to try another university 
because, I’d always wanted to go to University and I felt like I 
hadn’t had a University experience. So then I went to [……] and 
did their Masters [……]. And for me it was absolutely ... I felt like 
I’d found myself. I really enjoyed it. We had independence in terms 
of choosing our essay titles we had project work and all of a sudden 
it just seemed to make sense. This was what University is about. It’s 
about going away and finding things out, and discussing with my 
tutor, and I really, really enjoyed it.  (F2ED)

Similarly, an experienced learning technologist talks about feeling ‘frustrat-
ed’ and constrained by her experience of taking the traditional academic 
route through to PhD level:
 

My background: very traditional in terms of school base, [……] 
went straight to university. Classic: was, was torn between doing 
arts or [sciences]. When I look back now I can see where I’ve 
ended up, where I am. [……] Did a degree. [……] Took a year 
out… [……] Did a traditional PhD, but I guess always felt slightly 
frustrated and I wanted to … it was very much in the traditional 
[……] apprenticeship mode, you follow the perceived wisdom, 
and I was always trying to think outside the box and come up with 
new ideas and new theories and stuff like that.  (F1LT)

The respondents’ reflections on their experiences of learning in higher ed-
ucation provide useful clues to their individual habitus. For example, they 
show a strong desire, respectively, to be able to negotiate their own study 
route, to have more independence to make decisions, and to be more im-
aginative. 

Symbolism of teaching
Also notable was how respondents in senior positions, from both sub-fields, 
talk about their early experiences of teaching. For example, below, an ex-
perienced female respondent talks passionately about her interest and love 
of teaching.

…so a lot of my ideas about teaching come from that very 
democratic, very buzzy period [……]. I taught on a really wide 
range of courses so I’ve always had this very strong interdisciplinary 
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orientation. So I taught, I team taught [……] You know I really, I 
really enjoyed teaching. I loved teaching.  (F1ED)

Similarly, an experienced male practitioner working with learning tech-
nologies is enthusiastic about an early teaching experience in higher edu-
cation:

I think my favorite experience of all those was working in [……] 
University [……] where I taught [……] a group of students there, 
and they were very, very good students. [……] I was able to teach 
[……] in a way that I had never been able to do, [……] in a way 
that I’d never actually seen possible in other places.  (M1LT)

In contrast, newcomers in both sub-fields had less experience of teaching 
and less confidence about their teaching skills. The quotations below, from 
two newcomers working in educational development and learning technol-
ogy respectively acknowledge this lack of university teaching experience as 
a difficulty.

…as an educational developer [……] I’ve always felt, well what 
right do I have to tell somebody how to teach. You know I don’t 
have massive experience of teaching.  (F2ED)

…I’m almost positioning myself as a teacher, as an academic, and 
I’m not. [……] … but I also recognise that in my role as a learning 
technologist, at least here, that I do need those skills.  (M2LT)

This offers a contrast to those in senior posts who accumulated teaching 
experience at an early point in their career and showed a consequent strong 
disposition towards teaching. Newcomers feel more need to develop as teach-
ers, particularly in terms of knowledge, skills and experience. The emphasis 
placed on teaching in higher education and the orientation of respondents 
towards educational aspects of their work thus suggests that teaching has 
symbolic value for new professionals in both sub-fields.

Respondents claim to have entered higher education with a range of 
capitals, although were less concerned with social networks and resources, 
what Bourdieu describes respectively as social capital and economic capi-
tal. This indicates that these types of capitals may not be as developed, or 
are not seen as important in the early stages of a career. 
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Moves away from conventional academic pathways 
All respondents identified ‘turning points’ or decisive moments in their 
education or early work experience which had a significant impact on aca-
demic pathway and professional practice. For example, an experienced ed-
ucational developer refers to the strong influence of a tutor and the effect 
two seminal texts on student-centred learning and power relations had on 
his view of learning, and indeed, of life:

... if I could say there were two books that changed my whole view 
of learning, may be of life, it was those two books, and that is 
perhaps why I still read both authors quite regularly to try and 
refresh myself and remember why I do things the way I do.  
 (M1ED)

Another educational developer mentions becoming very interested in re-
search.

During those three years I think it became even more apparent 
to me that what I was interested in was kind of the process of 
research. I enjoyed doing research and it didn’t really matter what 
I was researching at a certain level. I mean I was interested in my 
topic but it wasn’t what had driven me.  (F2ED)

Below an experienced learning technologist reflects on discovering the ‘power 
of the personal computer’ and its effect on his academic pathway.

…the reason for shifting over from [my subject] into technology 
supported learning, in the broadest sense, was that I became 
fascinated by the power of the personal computer in the late 80s 
and enjoyed very much writing little CAL, computer language 
applications for my students, [……] and I think gradually my 
interest in the technology and it’s power across disciplines began to 
take the upper hand and I got a little bit fed up with the internecine 
strife in the world of [my subject] between various different schools 
of thought which never seemed to become reconciled, and I just 
felt that I would be better able to exploit my abilities, such as they 
were, in a broader area applying technology to learning across 
disciplines.  (M1LT)

Another experienced practitioner identifies a point in her career when mul-
timedia prompted a move away from her initial academic discipline.
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So I was very lucky to get an established career as a lecturer very 
early on. However, that’s when things started to diverge. [……] 
So there I was, quite young in my career in a research area that 
was becoming more of a service. So if you like, looking back, I 
didn’t see all this totally at the time. I had a choice. If I’d tried 
to stay in that field [……] the research angle would have 
disappeared over time. So I kind of dabbled a bit with changing 
research areas. [……] ...and it was just when multimedia was 
happening etc. And I came across a package called Authorware 
Professional, which was a package for creating interactive tutorials, 
and was just bowled over by the sort of, … it was so amazing.  
 (F1LT)

The above four cases indicate the emergence of dominant interests which 
led to moves away from initial academic subjects and disciplines into, for 
each individual, uncharted territory and unstructured roles, a risk that re-
spondents were willing to take. 

Clearly the affordances of contemporary technologies had a significant 
impact. For example, a respondent with a hybrid role talks about ‘marvelling’ 
at the latest computer systems and having to make decisions about ‘good 
devices to teach on’ (M1H), another talks about ‘amazing things’ happen-
ing when her students used a ‘virtual space’ as a learning environment. For 
experienced respondents working in roles which promote the use of learn-
ing technologies, early encounters with computers and multimedia signified 
turning points in terms of practice and professional pathway. 

In contrast, more recent learning technologies, although just as enthu-
siastic about technology, present a more pragmatic view of their interest in 
technology. Thus, one describes the introduction of the web, as a ‘critical 
moment’, though interprets the impact on her practice as leading to a move 
into web training and a ‘more strategic role’ (F2H). Another emphasises 
work opportunities and the technical aspects of web (M2LT).

Respondents working primarily with learning technologies refer to tak-
ing up ‘new’ roles or moving into a ‘new’ area. Below is an example of a 
move to a newly created post.

…that was the moment I made the complete break with [my 
subject] by becoming the first learning technology support officer 
as it was then described… (M1LT)

The perception of newness in relation to learning technologies is notewor-
thy. Earlier chapters of this study indicate a long history of development of 
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technologies to support teaching and learning; however, respondents tended 
to think otherwise. This sense of stepping into a new area and of being a 
pioneer is a strong characteristic of learning technologists, exemplified in a 
quotation below about the mid-to late 1990s. 

 If you like, we were mavericks, and if you like we didn’t know that 
we were creating a new area or being part of an emergence of a 
new area…[......]…okay, I’m in this new area, this new profession, 
which is why [we] were always so interested in this because we 
were experiencing it ourselves. And we were going through the 
transition, and, what does it mean emotionally, how does it feel 
and what were the skills that were changing?  (F1LT)

Awareness of something changing and excitement about being involved 
in creating and shaping something new is particularly evident in the nar-
ratives of learning technologies. 

There is an ‘interest gap’ i.e. between the high level of interest displayed 
in new technologies by some respondents and those who are more prag-
matic. Moreover, even though educational developers emphasise risk tak-
ing and bringing about change, notions of newness are not nearly as strong. 
For example, an educational developer admits to ‘risk taking and innova-
tion’, but he firmly positions himself as being part of a grouping that has 
‘a history’ (M1ED). 

Habitus can be seen at play in the interests and the dispositions shown 
by the respondents. For example, the respondent above implies that he is 
happy to take risks, and others show more interest in research, yet others 
are more motivated by being part of something ‘new’. 

Thus notions of newness and the impact of contemporary technolo-
gies point toward differences of habitus between respondents. Interesting-
ly, Becher (1990, p. 340) refers to the ‘emergence of fashionable areas of 
enquiry’ as a feature of academic life, differentiating between soft, loosely 
formed structures of knowledge, where the interest tends to be more about 
‘enhancing understanding’, and ‘hot areas’ arising from a ‘seemingly end-
less flirtation with novelty’ and the desire to make ‘fresh discoveries’. ‘En-
hancing understanding’ is familiar in educational development discourse 
and ‘hot areas’ which fall in and out of favour, seem to characterise the dis-
course of learning technology. 

Shifting into what is perceived as a ‘new’ space, suggests greater freedom 
and autonomy, and more preferable than struggles associated with working 
in overlapping disciplines and ‘internecine strife’ referred to by one respon-
dent. However, ‘hot area’ also suggests a site of struggle and competition. 
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Indeed, Bourdieu argues that it is important to know the extent of a ‘new’ 
space and to map it out in order to increase awareness of the main force 
lines that structure the space (Bourdieu and Wacquant, 1992). There is a 
sense that some respondents took a calculated risk in decisions about career 
route; however it also seems that early habitus, internalised as second nature 
and a strongly determined disposition also contribute to such decisions.

High aspirations and enthusiasm for change
The interests and beliefs experienced by the respondents provide informa-
tive clues to understanding the aspirations of agents and the logic of the new 
professional fields. Here interest is interpreted in a broad sense, that is to 
say, where respondents indicate enthusiasm and high levels of motivation. 
For example, respondents talk with passion and enthusiasm about ‘making 
a difference’. Below two women from different generations and different 
groupings, express aspirations to make a difference through research.

…a key aspiration that I’ve got is research that will make a 
difference, research that will be useful generally to practice.  (F1LT)

…ultimately I would like to have a research group that’s looking 
at different aspects of higher education and looking to see how 
that could be used – you know, not research for research sake – so 
research that, you know, only other higher education researchers 
will read [......] …so looking at other ways that you can make 
your work accessible to the people who can influence practice.  
 (F2ED)

Below two male respondents, respectively, propose making a difference in 
different ways.

...and in the end what I’m interested in is making a difference and 
sometimes we throw big money at things when the real changes 
happen by very small steps, rather than big initiatives, [......] but 
this is my change model, that you need the opportunity for people 
to talk, network, engage in small changes, to dip their toe in the 
water.  (M1ED)

I’m really genuinely proud of the change in direction that I’ve 
managed to engineer in the eLearning strategy, which was there 
all along but didn’t have the sort of, you know, didn’t have the 
visibility that authorship of the strategy has enabled me to give 
it. So I am genuinely keen to see that through. [......] …it is an 
important role…  (M1LT)
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Educational developers and learning technologists, experienced practition-
ers and newcomers to the field, men and women; it seems all want to make 
a difference. However, the manner in which respondents approach this 
goal varies. As can be seen from the previous four quotations, the female 
respondents tend to place emphasis on strengthening the relationship be-
tween research and practice whilst the male respondents emphasise models 
and strategies to bring about change. Wanting to ‘make a difference’ suggests 
both a high level of engagement and a strong sense of agency. Indeed the 
following quotations suggest that these experienced respondents are highly 
motivated by their work and enjoy a sense of challenge. 

I want to continue to remain challenged by what I do and enthused 
by what I do [......] ...and continue to challenge policy, as I’m doing 
at the moment...  (M1ED)

It’s very much to do with one’s fundamental philosophy and I sort 
of feel that, that there is quite a lot to fight for in terms of the future 
of the universities…  (F1ED)

Whilst respondents challenge policy and fight for what they believe in, their 
focus is influenced by individual disposition. For some, agency and inter-
vention are particularly important. For example a learning technologist, 
reinforces the importance of autonomy and independence. 

…as long as I’m allowed to do what I want to do, which is typically 
academic. I think if I feel that I’m being directed too much, I loose 
motivation. I like to come up with a vision and develop it. (F1LT)

References to independence, challenge and risk tend to come from senior 
and experienced respondents. However, the local context proves to be a sig-
nificant factor. The two quotations below show that working environment 
is important and that conditions in the workplace can change. 

…so long as the university believes that it is an important role then 
I will try to continue to play it.  (M1LT)

I feel at the moment, it’s fine. You know I’m doing stuff that I know 
both the Pro- VCs are very aware of and think it’s good stuff so it’s 
okay, but if that changed then…  (F1LT)

Thus, having favourable workplace conditions (a topic which is returned 
to later), having autonomy and independence and having a sense that one 
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is bringing about change and making a difference, are all referred to as mo-
tivational factors by the respondents. 

Common interests and differing perceptions
The combined interests and beliefs of respondents working in educational 
development and learning technology are wide ranging and diverse. For ex-
ample, some respondents talked about their interest in research and schol-
arship and some, in teaching and learning. Yet others seem particularly 
interested in the use of technologies or technical and aesthetic aspects of 
working with learning technologies. However, most respondents are multi-
focused. The two quotations below illustrate the range of interests of two 
women respondents, a newcomer to the area of educational development 
and an experienced learning technologist.

I really enjoyed talking to people and finding out more about the 
work that they were doing. We used to do a lot of evaluation type 
research, so finding out what people were doing working closely 
with staff, seeing, you know, how the research I was doing with 
them would change the courses that they were delivering. [……] 
...I really, really enjoyed it.  (F2ED)

…so what I was encountering is the whole approbation of 
technology and practice, the issue on culture and change, on 
strategy and policy etc. I didn’t know it at the time but that’s 
what was actually happening. And I was getting more and more 
interested in the issues of this and what did it mean. [……] I mean 
what’s always said, and it’s trite in some ways but true in other 
ways, is that actually the technologies only ever act as a catalyst for 
opening up the learning and teaching debates.  (F1LT)

Both focus on the relationship between research and practice and have a 
strong interest in working with staff and gaining a better understanding 
of change. In fact all respondents express an interest in change. Howev-
er, there are nuanced differences in how respondents approach the same 
goals. For example some female respondents express a wish to understand 
change whilst some male respondents seem more concerned with bringing 
about change. A female newcomer to educational development stresses the 
need to question critically how new technologies are being used (F2ED). 
A senior male practitioner responsible for writing and implementing the 
eLearning strategy for his university argues that there isn’t anything new 
about the use of technology:
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…I don’t think there’s anything new at all about the use of 
technology in learning [……] …and I wish we could see it that 
way, I wish we didn’t keep talking about it as if it was a revolution.  
 (M1LT). 

Thus, we can see that respondents articulate different pedagogical, techno-
logical, epistemological and socio-cultural beliefs and perspectives, which 
are reflected in their practices and which are contested. Notable also is how 
respondents couch their interests and beliefs in terms of inquiry, teach-
ing and learning, application, integration and change. This suggests that 
they have a general orientation and disposition towards the new forms of 
academic practice identified by Boyer (1990), Palmer (1998), and Clark 
(1998, 2003). 

Such interests and beliefs suggest engagement in, belonging to and be-
lieving in, ‘the game’. Bourdieu argues that practice is often the only source 
of evidence for our beliefs and that habit and practice regulate the mind 
‘without its thinking about the matter’ (Bourdieu, 1990, p. 12). Following 
Bourdieu (ibid., p. 75), interests may be seen both as cultural products and 
cultural producers and beliefs, as an ‘inherent part of belonging to a field’. 
Thus, interests and beliefs drawn from practice, are reinvested in practice 
and thus create social systems which perpetuate and legitimate practice, 
habits and norms, which include notions of ‘belonging’. (This will be re-
turned to later in the section on social capital.)

Importance of workplace ethos
Respondents frequently refer to workplace setting and ethos. For example 
one describes the workplace as being ‘a nice place’ ‘because there are other 
people that believe the same thing’ (M1LT). The same respondent suggests 
that higher education institutions seem to be suffering from ‘a worrying 
trend towards not believing in what one does’, implying a sense of conflict 
(M1LT). Other respondents see the workplace as an environment where 
they should be ‘valued’ (F1ED) and as a place where confidence and ‘trust’ 
should be built (F2H). The quotation below illustrates the ‘good’ feeling 
generated when people come together with common values and interests 
(F1LT).

...and for me that was like – wow – and that was when I started to 
feel well actually I could be part of this – this area because there’s 
some really interesting work happening here.  (F2ED)

Respondents also recall, in some detail, experiences of tension and conflict. 
Such incidents are described in terms of pressure, suppression, intimida-
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tion and loss of identity. For example, below, a respondent refers to proc-
esses of reorganisation and subsequently acute pressure brought to bear by 
managers.

...in my job [……] I had been forced into taking some managerial 
responsibilities, away from [my main subject], [at a later stage] …
the [institution] reorganized and tried to lever me into a job which 
would have had me responsible [……] both for its application of 
technology in teaching and learning and for the whole of its staff 
development operation and, I didn’t fancy that…  (M1LTb)

The above quotation illustrates how reorganisation and new regimes of 
management are able to impose disagreeable conditions on staff. Other re-
spondents describe the impact of restructuring in terms of fragmentation, 
disorientation and professional identity. One respondent refers to the move 
of a unit which was initially associated with the School of Education into 
Human Resources (M1LT). This type of move which relocates a unit re-
sponsible for educational development into what is, conventionally, a non-
educational setting is a source of much concern for respondents. University 
restructuring has clearly created discomfort and distress for many of the re-
spondents, as have university shifts in general. For example one respondent 
remembers areas being ‘split’ and of not knowing where to go (M1H). The 
frequency of restructuring processes and the way in which they are man-
aged seem to have been particularly distressing. For example in the quota-
tion below a practitioner reflects on how she struggled to understand how 
restructuring was being managed in her institution.

…and then ... ... changes in the department ... ... the kind of set up 
changed... [……] …the scope of my job changed a little bit, well it 
changed a lot actually [change to deeper tone in voice]. [……] …
and I ... …struggled a lot with how the process was managed sort 
off higher up but I think part of what I did after ... to sort of come 
to terms with what had been quite a difficult situation for me was 
to reflect on it and to think about well what had happened – why 
had that happened.  (F2ED)

Perhaps issues of power and control are more sudden and unexpected for 
those who are more idealistic. Below, a female respondent describes what 
we might understand as suppression and intimidation, and how they led 
to personal crisis. 
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I couldn’t understand what I was doing wrong. I was trying very 
hard but I couldn’t understand what I was doing wrong. Actually 
I wasn’t doing anything wrong, I was just politically [……] …
clearly my days were then numbered. [……] So there I am it was 
a real crisis point in my life,… [……] …and the more I tried to 
fix it the worse it got, because basically I was in a political situation 
where they wanted to take control of this new area. So anyway, as 
it happened. It was the best thing that happened to me… [……] 
And that was it; that was the kind of transition point. [……] And 
looking back I could see that, but at the time – all I’m trying to do 
was what was best for the University – so naive in terms of politics. 
By the time I got to [……] I’d gained in confidence. I mean that 
was the best thing in terms of moving ... and the [……] experience 
had hardened me.  (F1LT)

The above incidents occurred while the respondents were working in roles 
associated with educational development and new technologies. All inci-
dents described had major consequences for the respondents. It seems that 
the respondents were able to exercise their agency, move away from sourc-
es of tension or conflict and eventually move on to new posts in different 
institutions or, take new career routes. Symbolic violence, which Bourdieu 
describes as a ‘soft’ form of violence aimed at limiting and controlling in-
dividual agency, does not adequately capture the distress of such incidents. 
The events described by the respondents may be interpreted as challenging 
and conflicting with their various dispositions, capitals and their sense of 
agency. When such significant challenges occur, it is often not easy to un-
derstand which rules of the game have changed, why they have changed or 
how the new rules affect the ‘meaning’ of the game. Rhoades and Slaughter 
(1997) characterise trends in reconfiguration in universities as a response to 
the political-economic context of higher education and the emergence of 
academic capitalism. The pursuit of academic capitalism changes the rules 
of the traditional university game substantially. Ironically, it seems that the 
nature of change and the way that change is managed has had profound 
consequences for practitioners in roles which are predominantly about sup-
porting innovation and change.

Social Capital
Positioning within institutional settings
Position, status and working relationships within institutional settings are 
all important types of social capital. Experienced practitioners in the inter-
views stressed the importance of having close working relationships with 
senior managers and of making considerable efforts to position themselves 
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and their units closely to appropriate seats of power, usually at Pro-Vice-
Chancellor level. Relationships with faculty deans, heads of departments 
and other influential policy makers are articulated as of equal importance. 
Building and maintaining such relationships however takes time and ef-
fort. Below a senior learning technologist highlights the efforts that go into 
building social capital within one’s institution.

But that’s the way it’s going to have to develop, by being on all 
the committees and, you know, deliberating every decision and 
being party to everything that’s going on. That’s the real challenge. 
[……] it just means having to be there all the time [……] …it’s 
very fine grained and you know. The tentacles reach out to every 
aspect of the University, but it does mean that it’s an extremely 
labor intensive process for a small group of people.  (M1LT)

Similarly, a newcomer to educational development highlights the impor-
tance of institutional relationships and the effect of the departure of her 
head of unit on such relationships and on the position of the unit within 
the university.

I think that sometimes the fact that we were independent was 
quite positive, but it depends on who you know and what kind 
of relationship you’ve got with the people above. Now I get the 
impression that the culture here has changed a lot. [……] in the 
past [the head of the unit] was close to the former principal, you 
know. [The head of the unit] had a very close working relationship 
with him. [The head of the unit] knew all of the Deans, you know, 
all that kind of thing. Those networks were really, really powerful 
and it takes a long time to establish those kinds of relationships. 
[……] And I think that it will be more difficult for us now that 
we’ve lost our, … the director, because [……] we don’t have the 
same credibility, how could we possibly because [……] we’re not 
seen at the same level, you know all those kind of things. At the 
moment we are very vulnerable actually. Not vulnerable in terms 
of, I don’t think the function will disappear but I think we will be 
positioned somewhere else.  (F2ED)

Work which is dependent on building and maintaining such crucial levels 
of social capital necessitates the need for political positioning and politi-
cal practice. One respondent tells how he had to become an ‘institutional 
politics person’ in order to be able to achieve his aims; but that getting to 
know an institution and ‘the system’ in order to ‘play the politics’, takes 
time (M1ED). 
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Positioning within institutions is an issue raised by all the respondents. 
For example, respondents from both sub-fields are concerned about the 
positioning of dedicated units outside conventional academic boundaries. 
Such positioning is seen as diminishing social capital and agency, and thus 
conveying a clear message about how their institutions value their work. 

Position, social capital, ‘credibility’ and agency are thus interlinked in 
the discourse of the respondents as of the utmost importance. Indeed, most 
gauge their position in their institution by the depth of the relationship 
with line management and associated ‘political power’. Discourses about 
line management denote hierarchies within institutions and the classifica-
tion of individual position in terms of power. However, the most obvious 
weight was given to management’s ability to support practice and access 
resources. 

However, the struggle to gain and maintain social capital and position 
within institutional settings is beset by uncertainty and constantly changing 
management structures. Two respondents with senior positions described 
bewildering sets of changes affecting their management and individual ap-
praisal processes. Following recent changes, one senior practitioner had been 
left uncertain about if he was still on the senior management team. Experi-
enced and senior respondents in both sub-fields reported being faced with 
situations such as where they ‘report directly’ to one senior manager, ‘have 
close contact with another’ and are ‘appraised’ by someone else. Below, a se-
nior practitioner highlights the importance of the ethical, philosophical and 
political perspective of those in management and leadership positions.

…if you go back over the history of the last fifteen years you see 
the rise and fall of these units up and down, and you see centralised 
units, faculty based, centralised, faculty [……] there isn’t any 
perfect solution, because if there was we’d have found it. It kind of 
depends on where the institution is, what the senior management 
level perspective is and who the individuals are that are driving and 
making a difference. So, as I said we’re undergoing a review here, 
and it’s not clear where it will go…  (F1LT)

Thus position of new professionals can be seen to be determined by the 
field, by the successive states of the field, by the social relationship which 
provides access to resources, and by the amount and quality of the resource 
(Bourdieu, 1986). The constantly shifting context and the repositioning 
of individuals and units within new institutional structures suggest that 
for new professionals building and maintaining social capital within the 
university is an ongoing struggle with institutional social capital as an un-
stable resource. 
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External networking, communities and professional associations
The assimilation of social capital through external networks, external com-
munities and professional associations is also important for the respondents 
from both sub-fields. Social capital has to be worked for and constructed 
and is manifested in terms of profit and privilege (Bourdieu and Wacquant, 
1992). Thus positions held by the more experienced respondents such 
as appointment to the chair of professional associations or membership 
of publications committees could not be achieved without social capital. 
However, the external arena is also described as complex and challenging. 
A respondent new to educational development thus finds it ‘strange’ that 
close working colleagues are involved in such a wide range of unconnected 
external networks and communities (F2ED). A newcomer to learning tech-
nologies is also perplexed by the multitude of networks and professional 
associations vying to occupy positions in the field, and is rather perturbed 
by the norms and expectations conveyed by such ‘bodies’:

…it seems to be there’s a lot of different bodies, trying to become 
the professional body, you know, of learning technologists. [……] 
And I find that these academic bodies, these bodies are … you are 
supposed to speak that language. And so I don’t enjoy them as a 
process even though I know I’ve got to maintain contact. (M2LT)

Whilst the three newcomers to educational development and learning tech-
nology are tentative about engaging with professional bodies and associa-
tions, their more experienced colleagues are fully engaged in external net-
working as an important feature of their work. Nevertheless, assessing the 
value of external social capital and deciding which associations, communi-
ties and networks to engage is a process all have to go through, for example 
by careful selection of relevant national and international networks, con-
ference communities and funding agencies. Furthermore smaller networks 
and groupings are often seen as useful for more specific activity. For exam-
ple an experienced respondent explains how a small group of people with 
shared interests in new technologies began to meet regularly, and then set 
up a journal which eventually had an impact on the field. 

In contrast, to such focused activity, a senior practitioner who works in 
educational development with learning technologies reflects on how he 
traverses different agencies, societies, conference communities and profes-
sional associations in order to network and keep up to date with the field. 

I’m in SEDA, SRHE, ALT … HEA Academy obviously, well I’m 
a fellow of the Higher Education Academy, [......] and in terms of 
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the organisations that we relate to as a group, those are the kind of 
main ones, plus JISC [......]. So the Higher Education Academy, 
JISC, but in terms of membership it would be SEDA, ALT. [......] 
it’s just keeping tabs on what’s going on, basically and the events 
give you the opportunity to network.  (M1H)

Networking across professional associations, societies, agencies and com-
munities, mentioned in the quotation highlights the overlapping nature of 
much of the work of new professionals and suggests that, similarly to insti-
tutional settings, effort is necessary to build external social capital. Moreo-
ver, entry often requires a monetary ‘fee’, which suggests that different capi-
tals are interdependent and self perpetuating. Thus social capital is visible 
at conferences and in networks and professional associations which aim to 
draw practitioners together with similar interests, beliefs and values.

Professional associations are thus sites of shared interests and beliefs, 
which form boundaries demarked by the formal recognition and articulation 
of values and practices. For example, a senior male respondent working in 
educational development sees professional associations as particularly con-
cerned with values which establish professional practice (M1ED). Similarly, 
a learning technologist identifies the function of a professional association 
as certifying practice related to the discipline or professional area. 

I suppose at some point somebody’s got to articulate a sensible, 
[…..] sort of say things that are influential about what to do 
pertaining to the discipline or the professional area…  (M1LTb)

However, while all respondents express to have strong interests and beliefs, 
not all are enthusiastic about converting their beliefs into common agree-
ments of goals and rules; what Bourdieu refers to as ‘consensual validation’ 
as the basis of ‘collective belief in the game and its fetishes’ (Bourdieu, 
1990, p. 66). Indeed the interests and dispositions of individual respond-
ents are not necessarily commensurate with the shared interests, beliefs, 
norms, rules and regularities of professional associations. Entering a com-
munity which has distinct properties which define eligibility for partici-
pation is difficult for experienced respondents as well as newcomers. For 
example an experienced educational developer describes the process as ‘re-
ally hard work’ after trying to get involved with the professional Associa-
tion for Learning Technologies (ALT), and feels that ‘it’s easier to say, let 
them get on with it’. (M1ED). An experienced learning technologist holds 
similar views about the professional association for Staff and Educational 
Development (SEDA), such that the respondent indicates ‘a certain dis-



  189 

tance from the way they carry on’ (M1LTb). The specific ethos of profes-
sional associations is reinforced by another senior practitioner, who argues 
that neither ALT nor SEDA are ‘quite right’ for her (F1LT). The nature of 
the remarks suggests that a cultural divide exists between the two leading 
professional associations for educational developers and learning technolo-
gists. Whilst respondents from both sub-fields acknowledged the interre-
lated nature of their practices, one respondent suggests that the imperative 
for the two associations to work together ‘hasn’t been strong enough up to 
now’ (M1ED). Thus, following Bourdieu’s critique of ‘the profession’ as a 
social category with normative elements, experienced respondents reveal a 
personal impasse when it comes to bridging or combining membership of 
particular professional associations. 

Most respondents are not enthusiastic about the benefits of belonging to 
a professional association, interpreting the benefits in terms of recognition 
of the sub-field rather than personally. Smaller networks and conference 
communities are identified as more beneficial to individuals. 

Newcomers in both sub-fields refer to pressure from colleagues, ‘the 
people that are around you’ (F2ED), to join a professional association. 
A learning technologist expresses awareness that ‘it’s important that you 
have some sort of professional body behind you’ (F1LT); however he also 
seems rather reluctant to join. Another respondent working in a hybrid 
role claims to be being ‘pushed’ towards a formalised professional accredi-
tation scheme (F2H). 

Becher (1989) identifies similar issues in his study of disciplinary cul-
tures in UK Universities in the 1980s. Becher argues that while socialisation 
into a particular form of academic life can create purpose and ‘cohesion’ 
out of disparate activity, at the same time it reinforces particular cultural 
attributes and ‘group behaviors’ (ibid.). Indeed, when social capital is used 
as a form of social control, Portes (1998, p. 15) suggests that there is an 
‘exclusion of outsiders’ as well as excess pressure on group members in the 
form of norms, restriction on individual freedom (increased enforcement 
of local norms) and downward levelling of norms. There is thus a sense 
that symbolic violence is present and that social capital, in the form of so-
cial control, may clash with more positive benefits of social networking and 
professional associations.

Positioning within the wider educational community
In response to a question about ‘belonging to’ a profession, discipline or 
field, respondents from both sub-fields refer rather to working in ‘multidis-
ciplinary domains’, negotiating overlapping and layered ‘communities’ and 
working across and between ‘emerging disciplines’. For example an expe-
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rienced learning technologist describes her professional position as swing-
ing ‘backwards and forwards’ between different ‘cultures and communities’ 
(F1LT). Other respondents have contrasting views about the importance 
of community and professional identity. For example a newcomer to edu-
cational development explains how identity and community are important 
to her (F2ED); in contrast, an experienced practitioner working in a similar 
area claims that too much attention is paid to identity:

...in the end it doesn’t really matter, except that people like to 
categorise or compartmentalise people and say they are this or this, 
or this and I think too much of it has gone down the route of 
identity and perhaps at times we ought to look more at practice 
and question practice, what we do and why we do it rather than 
who we are.  (M1ED)

Nevertheless, respondents seem to build social capital through acknowledg-
ing educational development and learning technology as distinct disciplines 
and/or fields. Thus one experienced practitioner identifies proliferation of 
associated ‘job titles’ as an indication of the maturity of a ‘discipline’. 

…there is a growing number of people with job titles like professor 
of learning technology. And that’s a sign that it’s becoming a 
discipline. [……] you can kind of see the change that someone 
who was, you know, senior lecturer in learning is then professor 
of learning technology in their next job in the same institution 
or somewhere else. So I suppose it, it’s an emerging discipline. 
[……] Whether in ten years time people say well of course it’s 
a discipline, at the moment they don’t, it’s a multidisciplinary 
domain and that’s one of its problems and benefits at the same time.  
 (M1LTb)

Learning technology in particular is described as a ‘multidisciplinary do-
main’ and as an inter-disciplinary ‘field of study’, which applies ‘old’ ideas of 
disciplinary thinking to ‘new’ contexts and new ways of working. Certainly 
one senior educational developer working with learning technologies, finds 
the notion of discipline problematic and, like Becher and Trowler (2001), 
classifies educational developers as a ‘tribe’:

...well most academic disciplines are political fudges and somewhat 
arbitrary and the results of somewhat arbitrary historical events, 
so I’m not a great believer in the concept of discipline. Insofar 
as we’ve got a common body of issues that we worry about and 
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there’s a literature that supports that, you could argue that we 
are a discipline, but I think more of a tribe than a discipline.  
 (M1H)

Conceptualising and compartmentalising the knowledge areas and ‘fields of 
study’ of two sub-fields which have ‘multidisciplinary domains’, share ‘com-
mon issues’ and which have overlapping and unclear boundaries, is clearly a 
challenge. Becher (1989, p. 153) describes such broad areas as having ‘un-
restricted knowledge’ whilst also arguing that epistemological structure is a 
way of defining disciplinary culture. Thus the nature of knowledge, role of 
theory and the way in which specialised techniques and findings are used, 
enable the definition of groups and their boundaries. 
 
Trends and new technologies
Positioning, in relation to different sub-fields and evolving specialisms is 
particularly difficult for learning technologists. Thus one respondent posi-
tions himself by listing what he is ‘not’: 

I’m not a computer scientist [loudly], I’m not a programmer or 
developer or a database administrator or any other classifiable role 
within the computer sciences, but I’m more technical than I give 
myself credit for [laughter], I think, and I don’t have the street cred 
though in the computer services [……] that would enable me to 
call myself as such, you know a technician or a technologist.   
 (M1LT)

It could be argued that new fields related to technological development 
are constructed alongside or within existing sub-fields although the nature 
of what constitutes a field or sub-field is unclear, affected as it is by short 
termism and continuous new trends. For example, experienced learning 
technologies are in accord about the demise of eLearning. One argues that 
‘eLearning as a field is doomed’ (M1LTb). eLearning is described by an-
other as ‘massively going out of flavor’ (FLT1). A third indicates that his 
Pro-Vice-Chancellor for Teaching and Learning states that too much en-
ergy has been spent on eLearning (M1H). The quotation below illustrates 
the rise and fall of eLearning within one university.

I will say that the university made a positive and strong investment 
in eLearning in the early stages, at the beginning of the millennium. 
[……] This unit owes its existence to that development, that 
decision that was made at PVC level. But, you know, subsequent 
changes have diluted that. [……] Well sectoral and institutional 
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changes. [……] I think less money earmarked for eLearning is 
happening already and entirely predictable. eLearning, itself, you 
know the idea of eLearning, is loosing ground as a separate entity 
… at cost.  (M1LT)

The rise and fall of eLearning as a policy priority is also evident in a poli-
cy paper produced by the European Open and Distance Learning Liaison 
Committee (2004), where eLearning is a policy priority over a four year 
period (2000-2004) although by 2004 it has been dropped from policy 
discourse. The report highlights a main limitation as rhetoric of ‘simpli-
fied visions and over-optimistic statements on the virtues of ICT in learn-
ing’ (ibid. p. 3).

My perception of the short-lived phenomenon of eLearning as a sub-field 
is that while it may have attracted with it funding from policy makers and 
may also have had a set of coherent properties on which practice communi-
ties were built, the implications of its rapid rise and demise are significant. 
The demise of eLearning suggests that social capital, in terms of external 
networks, and cultural capital, in the form of knowledge and skills, may 
be momentarily disrupted. However, economic capital, symbolic capital 
and institutional positions aligned with eLearning are likely to change. By 
this I mean that knowledge, skills and networks will continue to be valued 
but funding for eLearning will decrease and titles associated with eLearn-
ing will lose symbolic value.

Second generation web development (Web 2.0), and its social network-
ing capacity to create and develop social spaces, communities and networks 
on the web, has also recently had an impact on historical traditions and 
institutions, the latter of which have served both to propagate and to pro-
tect social capital and cultural knowledge. Below a respondent refers to the 
impact of Web 2.0’s on-line groups and communities on more formalised 
professional organisations.

…now people can kind of team up with who [……] they like, 
and that actually needs linking back to the thing about people 
joining organisations because previously it was through joining 
an organisation that you were able to make connections with the 
people that you would do things professionally, whereas now you 
are much more likely to make your connections independently of 
organisations.  (M1LTb)

Such developments and paradigm changes in new technologies change also 
the rules of the game, and introduce additional dimensions which may be 
seen as empowering and liberating, or affording new privileges and may 



  193 

also be over-hyped. Respondents who have experience of using the most 
up-to-date information and communication technologies and who also 
have an understanding of how the ‘logic of the field’ works are thus in a 
privileged position. Shifts in social capital and knowledge further highlight 
the differential impact of new technologies on society and culture and on 
the sub-fields being studied in this thesis. The use of technology to recon-
struct a new social reality provides an example of Lyotard’s (1979, p. 14) 
postmodern society, in which ‘historical traditions’ lose their attraction and 
give way to variation and multiplicity which in turn leads to the forma-
tion of ‘new’ narratives and groupings, often on a smaller scale. Thus, ‘vir-
tual’ social capital has emerged as a new area of research which draws on a 
number of fields of study including computer-mediated communication, 
sociology, anthropology and psychology (for example, Ellison, Steinfield, 
and Lampe, 2007). 

Cultural Capital
Respondents describe a variety of practices in their work which include 
university teaching; research and scholarship; using technology to support 
teaching and learning; technical support, which includes training; and man-
aging, leading and supporting strategic activity. Descriptors are diffuse; for 
example an experienced learning technologist sums up her work as a ‘mix-
ture of research, teaching and institutional service’ (F1LT). 

Practice: university teaching
Respondents are involved in a wide range of teaching activity albeit at dif-
ferent levels and in different contexts; some teaching on undergraduate and 
postgraduate programmes, others running courses on university teaching 
and learning for new lecturers and PhD students, yet others offering ‘pro-
fessional development’ and ‘workshops’ (M1ED). Only two respondents 
both learning technologists, do not refer to being involved in teaching in 
any of the above categories. One, an experienced respondent, describes his 
practice in terms of monitoring, managing and implementing eLearning 
policy and strategy and ‘supporting learning’ (M1LT). The other, a new-
comer, is mainly involved in ‘support, chasing up problems fixing issues’, 
‘developing on-line materials’ and ‘staff training’ (which may be workshops) 
(M2LT). Both respondents are thus positioned in management and sup-
port roles that do not involve university teaching. 

From the late 1990s, when a shift in emphasis in higher education oc-
curred towards teaching and learning, there has been an expansion of courses 
on university teaching and learning. As discussed in chapter six, increasing 
importance of such courses has directly affected educational development 
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(Gosling, 2008). Below, a newcomer to educational development who had 
little experience of teaching initially talks about how her work demands 
knowledge, skills and experience of teaching in higher education. 

I’d never taught on the post-graduate certificate in learning and 
teaching, I’d not really done many workshops with staff, yet I came 
into this role which was, [to] play quite an influential role in their 
post graduate certificate, to develop courses for PhD students who 
were doing bits of teaching, to do lots of workshops – so at first 
it was like [……] a complete learning curve. [……] I felt like … 
wow …this is what I imagined development to be about ….   
 (F2ED)

This offers a contrast to a newcomer to learning technology who similarly 
had little initial experience of university teaching and learning but whose 
role now involves training rather than teaching, but who is interested in 
learning more about education. 

I don’t have any skills or any knowledge in the theories of learning, 
those sorts of areas which I think that you’d need to have to do sort 
of like a teaching enhancement job. [……] …and that’s one of the 
reasons why I’m doing, … have started to take the MEd.  (M2LT)

Thus university teaching is seen as a basic requirement for educational de-
velopment but not learning technology. Indeed it is impossible to be an 
educational developer ‘unless you have been a lecturer’, according to one 
respondent (M1H). Despite variation in entry requirements and prior ex-
perience, knowledge, skills and experience in university teaching were nev-
ertheless seen by all respondents as important. 

Practice: research and scholarly activity 
Research and scholarly activity are considered important for both sub-fields 
though were differently practiced and engaged with. For example, a new-
comer to educational development claims involvement in research-based 
practice and also support for the ‘scholarly’ activity of others:

...part of it is to develop staff in more scholarly approaches to learning 
and teaching. [........] That’s why the work, the action research project 
that I did with a member of staff, has been interesting...  (F2ED)

A newcomer to a hybrid role is less pro-active in the research area, but 
never theless contributes to occasional studies and evaluations, particularly 
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of software applications. Another newcomer to learning technology indi-
cates that research is not part of his ‘role’ though it is ‘something that is on 
the edge’ of his ‘thinking’ (M2LT). 

Differences between research practices of experienced respondents, are 
more influenced it seems by personal disposition, epistemological stand-
point and career route. For example whilst activity related to ‘higher edu-
cational research’ and the ‘scholarship’ of teaching and learning are evident 
in the claimed practices of experienced educational developers, those work-
ing with learning technologies were more wide-ranging in their work and 
in some cases, had departed fully from ‘traditional’ academic practice. For 
example two experienced learning technologist have taken different path-
ways regarding ‘research’ and ‘academic interests’, the first initially moved 
from research and teaching into a successful management role, and then 
moved ‘back’ into research. Having enjoyed the management role, which 
she describes as ‘a different set of skills’, the respondent placed higher value 
on ‘being an academic’ and was dissatisfied and frustrated by the limited 
amount of time she had for researching (F1LT). The second decided to fo-
cus on ‘supporting learning’ and thus followed a policy and management 
route rather than becoming an ‘academic’ with ‘research interests’. The re-
spondent claims however that this decision restricted his ‘career prospects’ 
(M1LT). Both suggest that the respective decisions they took were decisive 
in terms of the boundary between academic and managerial career paths. 
This ‘manager-academic’ career route tension is highlighted again later by 
other respondents. 

Whilst not directly engaged in research, the respondent who has taken 
a management route is responsible for a range of evaluation and research-
based activity related to the use of technology. Furthermore, he emphasises 
the complex nature of research, such as ‘the need to demonstrate to the gov-
ernment that the investments have had some impact’. He points also to the 
current ‘trend’ of using external consultants rather than university research-
ers to research and evaluate practice related to learning technologies:

…there are a whole range of different techniques being used. So 
it’s become much more complex. [……] I mean a lot of the time 
it’s external people, consultants. [……] So, for example, we’ve 
just recently evaluated the effect of some workshops [……] and 
so for that purpose we brought in a consultant, a third party, 
who could look at it dispassionately and say I will interview all 
the parties and collect data and so on and then report to you 
and then you can use that data. So that’s a very, that’s a valuable 
trend, it’s not that it’s new it’s just that it’s more in evidence 
because what we are researching is much more complex.  
 (M1LT)
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Outsourcing research and evaluation as mentioned above raises questions 
about the nature and purpose of research in learning technologies. In par-
ticular, the outsourcing of research has resulted in a disruption to the schol-
arship of teaching and learning and raises questions about how research and 
scholarship are valued as cultural capital in the sub-field of learning tech-
nology and by policy makers.

For the respondents in both sub-fields, research, scholarly activity and 
evaluation most typically focus on teaching and learning, and pedagogical 
and course design. However, epistemologies and methodologies vary con-
siderably and it is unclear to what extent research activity, in either sub-
field, informs policy.

Thus, whilst research and scholarship are central to the discourse in both 
sub-fields, it is uncertain about what they mean in practice. One respon-
dent suggests that research encompasses scholarship; another suggests that 
‘research is a sub-set of scholarly activity’. There is a general view that re-
search and scholarship should be ‘interlinked’, though distinctive factors 
are seen to make a difference, such as the Research Assessment Exercise, as 
well as different methodological and epistemological approaches. For ex-
ample one respondent argues that there is a danger of blurring the research 
boundaries in such a way that research is pulled towards ‘institutional re-
search’ and ultimately ends up focusing on questions of ‘how to better 
manage…’ (F1ED). Following Bourdieu, it seems necessary, therefore, to 
develop a better understanding of the boundaries, and the space available 
for research and scholarly activity in the two sub-fields. Otherwise it will 
be difficult to ensure that researchers are able to adopt the positions needed 
in order to ask critical questions.

Practice: using and supporting the use of learning technologies
The cultural capital of learning technologists seems inextricably related, 
to their effectiveness in supporting teaching and learning. Having knowl-
edge of learning technologies is also an important feature of the work of 
educational developers. Educational developers claim to use ICTs in a 
wide variety of everyday practice including teaching, research activity and 
communication with colleagues. For example a newcomer to educational 
development who teaches an on-line course for staff argues that contem-
porary technology is an essential part of her practice (F2ED). Thus the im-
pact of ICTs on academic practice is acknowledged by all the respondents. 
Below an experienced female practitioner reflects on how technology has 
altered academic practices.
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So that intermeshing of the experience of doing organisational 
work, being a teacher, being a researcher, in a sense it’s all so – it 
gets dovetailed through the mediation of the technology. [……] …
you know you sit there and you can get your paper down loaded to 
you, you can do your literature searching on-line, you know, you 
can email somebody the other side of the world [……] you can set 
up research interview doing it, as we’ve done, you know there’s all 
that. So I think it’s altered how we practice.  (F1ED)

Technology is thus seen as an inherent feature of university work; however 
it is also clear that, for educational developers, practices are wide-ranging, 
knowledge and skills vary considerably and attitudes towards technology 
differ. Two experienced educational developers take a practical but cautious 
view of the use of technologies regarding everyday practice.

I think many of us certainly at various points have felt that the 
technology has run away with our ability to, to grasp it. And that 
may be inevitable [……] And so I suppose that there’s always that 
sort of sense that when you’re really unsure you go to the person 
who understands the techie bit first, cause it’s only when you’ve 
understood what this thing is and what it can do that it liberates 
you to do other things.  (F1ED)

I work a lot internationally and everything can happen much faster 
than it used to before [……] and even things like using Skype with 
a web cam has improved the quality of communication [……] 
when working internationally. [……] I’m not sure I would say that 
email has improved the quality of my life – quite the opposite.   
 (M1ED)

A newcomer to educational development, who teaches an online course, 
expresses concern about her limited knowledge of learning technologies and 
discomfort with the idea of supporting staff to use learning technologies. 
However, when discussing the design of the online course it becomes clear 
that she has considerable knowledge, despite her evident self-doubt.

I certainly don’t have enough knowledge about learning 
technologies. I do at a sort of general level I know of the things 
that are out there I know of the ways you can use them…[……] 
And of course, you know, again the joys of being an educational 
developer you’re expected to, you know, show good practice, 
and I found that really difficult for me, because [……] I can see 
massive things wrong with [the on-line course] and it’s not at all 
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an example of good practice, and I feel uncomfortable about that. 
Because part of my role is developing staff and they should be able 
to see something or – or at least have experience of something that 
works really well. [……] …the original course was out sourced 
to somebody else and, you know, and this was before I started. 
[……] …it’s the design I think, fundamentally its design. [……] 
you just desperately try and change bits of it without overhauling 
it completely, which is what it needs, I think. [……] We’ve been 
using blogs and wiki’s [……] …for me, it’s been like a real learning 
curve [……] when we had our appraisal this year I said to [my line 
manager] it’s something I need to have more, – I need to be more 
aware of better ways of designing, designing and using the different 
tools to support the student learning.  (F2ED)

The case above suggest that being an educational developer requires a high 
level of competence and knowledge regarding the use of current learning 
technologies, which, in this case, the respondent has to convey to her line 
manager.

The newcomers to both educational development and learning technol-
ogy have different perceptions about their technical skills. When talking 
about practice the respondent above places emphasis on course design and 
the use of different tools to support student learning. Other respondents 
working with learning technologies placed a stronger emphasis on skills re-
lated to technology-led concepts such as learning objects, social software, 
wikis, ePortfolio and branded products. Below, a newcomer shows knowl-
edge of a range of branded software products (labeled a-f ).

We’ve also got some add ons into [our VLE], learning objects that 
have wikis and blogs and those sorts of tools and we also have a tool 
called [b], which is now called [c], which has had a large take up 
and people use quite a lot, [d] as well, and other various tools like 
[e], other wiki tools, those sorts of things. We sometimes have staff 
using [f ], online survey tool, that sort of thing.  (M2LT)

Respondents in senior learning technology roles also convey that having 
knowledge and skills on the most current technology-driven concepts and 
products is important. Indeed, to maintain a reputation in any field it is 
important to keep up with new developments (Becher, 1989). One expe-
rienced respondent with a management role expresses difficulty in finding 
time to keep his skills up to date while another talks knowledgeably about 
using Web 2.0 applications in everyday working practices with colleagues 
and students. 
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I could run a course which was heavily technology based for 
students in this institution, without using institutional systems. So 
I could get them social book marking, social networking, storing 
their images on Flicker, you know, and staff, also staff are playing 
with that in the same sense as a lot of learning technologists are 
playing with it. [……] if you think of the practices that we’re 
engaged in, just our group, I mean we are using social networking 
in a fairly substantial way, Google docs would be our standard way 
of exchanging a document these days. [......] we’re using ePortfolios 
as a way of communicating with each other as well as trying to get 
it and embed it in student, student life.  (M1H)

Similarly, below, a senior female learning technologist stresses the impor-
tance of keeping pace with technological development.

And I think all the signs are that things are going to get more 
and more complex. I certainly see it, for example, with Web 2.0 
technologies. It’s radically changed my practice in the last two 
years. [……] And you don’t get Web 2 until you do it. You can 
tell somebody this is what a blog’s about, unless you do it and 
you understand how it’s changing your practice, you don’t get it.  
 (F1LT)

The two examples above show that senior experienced learning technolo-
gists involved in teaching and research have a high level of knowledge and 
skills about learning technologies and make deliberate efforts to maintain 
that particular form of cultural capital. However, it is not surprising that 
senior learning technologists involved in teaching and research stress the 
importance of keeping up to date with the latest technologies.

Overlap, in terms of knowledge and skills regarding the use of learning 
technologies, is evident in the responses of practitioners in both sub-fields 
and also across different generations. For example, we have seen that a new-
comer to educational development primarily involved in teaching and re-
search, is keen to expand her knowledge, skills and understanding of learn-
ing technologies. Thus it seems that individual disposition and the nature 
of everyday practice are key motivational factors that inspire both the use 
of learning technologies and the maintenance of increased levels of appro-
priate knowledge and skills.

The three types of objectified cultural capital discussed so far, university 
teaching, research and scholarly activity, together with the use of learning 
technologies, are identified by respondents as the most important sets of 
knowledge and skills, for their work. Paradoxically, while the mission of 
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the two sub-fields is to support and develop these three areas of academic 
practice, only one respondent might be categorised as having substantial 
experience, in-depth knowledge and skills and being highly active across 
the three areas of practice.

Practice: technical support
A further category of practice to emerge from the interviews is technical 
support, which is differentiated from other practices by the technical and or-
ganisational nature of the skills required and being primarily seen as service, 
service defined as providing help and assistance in something specific. 

Activities mentioned which require specific sets of technical and organi-
sational skills include ‘looking after online learning objects’ (F2H), ‘devel-
oping on-line materials’, ‘delivering training’, keeping ‘materials up to date’ 
or ‘administering the learning technologies’ (M2LT).

There is little agreement about the practices of ‘the technician’, or the 
practitioner with a specific technological orientation, who is aiming to 
build a career pathway as a member of an academic occupational commu-
nity (Zabusky, 1997). The technician’s unfamiliar and atypical practices 
which transgress traditional academic boundaries, position them as caught 
in a struggle between competing modes of organisation and status. ‘The 
technician’ is thus likely to be positioned on the periphery of the domi-
nant (academic) culture. In an academic setting the practitioner with pri-
marily technical knowledge and skills is likely to remain on the periphery 
of the dominant culture and have low status, unless a conscious strategy is 
developed to create a professional pathway and the potential for acquisi-
tion of cultural capital. 

Practice: managing, leading and supporting strategic activity 
Another set of practices, identifiable in the narratives of respondents, is as-
sociated with managing, leading and supporting strategic activity. Experi-
enced respondents refer to different ‘corporate’ concepts such as ‘institution-
al service’, ‘leadership’, ‘management’, ‘implementation’ and ‘monitoring’; 
with strategic activity explicit or implicit. 

Below, a newcomer to educational development highlights some of the 
difficulties of ‘supporting staff ’, and at the same time as having to ‘drive 
strategic initiatives’.

I often feel like you are in the middle actually between those two 
[supporting teaching and learning and implementing policy] 
because we are having to drive a lot of strategic initiatives. Because 
when we restructured the academic year moving from terms to 
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semesters you know a lot of the stuff to support that came out of 
here and this department. But of course staff don’t see it as support, 
they combine it with the fact that actually they’ve got to do all this 
– they have to change all of their courses to fit this new pattern. But 
at the other side we are supporting staff because we do work closely 
with them. So I do feel like you’re kind of stuck in the middle.   
 (F2ED)

The sense of being caught between conflicting cultures is most charac-
teristic of those in ‘development’ roles (Henkel, 2002; Macdonald, 2003; 
Hicks, 2005).

Newcomers in both sub-fields do not have the same level of responsibil-
ity as their more experienced colleagues. Nevertheless, in different ways, 
they view their practices as strategic in terms of supporting university policy. 
Thus respondents in learning technology ‘encourage’, ‘promote’ and ‘sup-
port’ the use of learning technologies. However, each articulates a different 
version of strategic practice. For example strategic activity is inscribed sub-
tly, as emphasis on ‘using technology to enrich learning’ (F2H), or more 
explicitly as ‘trying to nudge people’ or ‘advocating learning technologies’ 
and ‘on-line solutions to teaching and learning’ (M2LT).

Experienced practitioners have greater responsibility for leading or man-
aging strategic activity. Thus an experienced male educational developer has 
both a university wide responsibility to ‘lead’ activity related to the Higher 
Education Funding Council of England’s research-informed teaching ini-
tiative and for leading ‘institutionally driven’ learning and teaching strate-
gies (M1ED). Another experienced male practitioner has responsibility for 
‘write[ing] and implement[ing] the eLearning Strategy for the University’ 
describing his practice as ‘managing’, and ‘monitoring’ the ‘implementation 
of policy and strategy’, managing, implementing and monitoring strategic 
evaluations and ‘on going institutional audit’ (M1LT). This offers a contrast 
to an experienced female practitioner working at a senior level with learn-
ing technologies who, dissatisfied with a management role and ‘the power 
stuff ’, has consciously moved away from management to focus on research 
and teaching (F1LT). This comparison suggests perhaps the influence of 
early gendered habitus in later decisions and direction of respondents as 
they navigate their professional field. Thus, three of the four women inter-
viewed express strong commitment to influencing policy through research 
and have made strong efforts to redirect their career paths ‘back’ towards 
an earlier interest in research. 

Career route is an expressed concern of several of the senior respondents. 
For example, one asserts that when people get to a certain level ‘there’s no-
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where to go’ other than ‘down the traditional service route, heading up an 
institute’ (F1LT). This view is reinforced by another respondent, this time 
working in educational development, who refers to practitioners as ‘being 
pushed a little bit’ to take up a management, administration or a ‘quality role’ 
(M1ED). Thus it seems that teaching and research carry less value at a sen-
ior level and thus may be under acknowledged as a professional option. 

Tacit knowing: the impact of learning technologies
All respondents refer to the impact of computer-based technologies on uni-
versity practice. In doing so they each draw on ‘embodied’ cultural capital 
a type of tacit knowing rooted in habitus and experience. This is exempli-
fied below where a respondent argues that the technology has profoundly 
altered everyday practice.

I think it’s profoundly altered the experience of being in an 
organisation and how that organisation runs. [……] So I think just 
actually it’s so seeped into the very pores of how we function and 
operate and the sorts of mechanisms, just the fundamental working 
of the institution, and I think it’s really hard to overemphasise that. 
[……] …and I think you know that what’s interesting, in a sense, I 
guess – the gaze sort of feels as though it never goes away…
 (F1ED)

One experienced educational developer expresses scepticism about the im-
pact of ICT and in particularly of funded projects which focus ‘just, on the 
use of technology and the production of materials’. He argues rather that 
the use of learning technologies per se does not necessarily lead to higher 
quality teaching and learning (M1ED). Another educational developer is 
critical of the low level of institutional support for those wanting to develop 
their capacity in learning technologies. Yet another is unsure about the value 
of ‘instruments’ such as virtual learning environments for student learning. 
Below, a senior practitioner refers to the constraining and controlling effect 
technology can have on learners. 

And people’s experiences of that will be very different. Some will 
be very comfortable with it. Others will find it challenging because 
they will feel that it is controlling them rather than giving them 
control over their learning.  (M1ED)

Reservations about the value, say of virtual learning environments, are echoed 
by another senior practitioner who refers to virtual learning environments 
being used just a ‘filing cabinet’ where documents are stored (M1H), and 
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also by a newcomer to learning technology, who suggests that VLE’s are ‘yes-
terday’s news’ now that attention has turned towards Web 2.0 (M2LT). 

A more optimistic outlook about the growth of IT and the change in 
the practices of university teachers over the past few years is conveyed by 
an educational developer. However, though highlighting increased levels 
of staff competence, he suggests that only a ‘small minority’ of students 
coming to university are ‘sophisticated in terms of their use of technology’ 
and thus questions the positivistic nature of literature on competences of 
‘digital natives’, i.e. the current generation of students who have grown up 
with the computer. The assumption that all students arrive at university 
with sophisticated digital competences which are easily applied in a formal 
educational setting is also challenged by other respondents.

A strong sense is thus conveyed that ‘institutions are just scratching the 
surface’ in terms of policy and practice and how technology could be used 
and supported. There is also frustration regarding infrastructure, working 
relationships and ‘the politics’ as can be seen below. 

…so there’s enormous potential but as yet institutions, as 
institutions haven’t really grasped it because in most institutions 
you’ll find there is the little group of enthusiasts, which is gradually 
expanding, and there’s the educational development unit and 
sometimes there’s a learning technology unit who don’t necessarily 
talk to one an other. So there’s also the politics, the politics of it.  
 (M1H)

Keeping pace with technical development, ongoing issues regarding the 
technical infrastructure and the political tensions generated between groups 
who favor different forms of practice continue, seemingly permanent fea-
tures of educational and technological development in universities. 

Unusually perhaps, experienced learning technologists interviewed ar-
ticulate a strong sense of uncertainty in terms of impact and direction of 
policy. Thus an experienced practitioner with a senior responsibility for in-
troducing and supporting the use of learning technologies across the univer-
sity expresses doubt about the quality of the student experience. The same 
respondent also claims that learning technologies and the work associated 
with them have suffered because of the failure of technology to fulfill the 
initial expectation and ‘hype’ of providing solutions to complex problems. 
He suggests that the ‘failure’ of technology, however, is unfairly used as a 
‘smokescreen’ to hide more fundamental institutional problems.
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…I suppose I haven’t managed to say what I think deep down, 
which is that the technology is often used as a smokescreen [……] 
for blockages in the system with the decision making processes or 
opportunities for development, the way in which departments and 
parts of the University work together. You know I think sometimes 
the technology is actually used to the detriment of the organisation 
as a whole. So things like, you know, certain parts of a university 
may practice what’s effectively a closed shop in relation to how 
technologies are supported, that’s common. The way in which 
senior academics may use the lack of hard evidence of benefits of 
technology to resist change, the way in which scholarly activity i.e. 
the researching of learning through the use of technology is not 
seen as an academic discipline in its own right, … the technology 
itself always being the butt of criticism for failure of things. I think 
that is actually used as a smokescreen to hide other things and I 
think that’s a worse problem than it was in the past …  (M1LT)

Another respondent, whilst stressing that his perception is anecdotal, points 
to a lack of understanding on the part of policy-makers regarding the rela-
tive slowness of change and the complexity of implementing learning tech-
nologies. 

…people haven’t twigged how kind of slow and complicated the 
change process is and they make assumptions that [……] stuff 
could happen as smoothly and quickly as the pervasive presence of 
MP3 players in young people’s hands. [……] and you get people 
saying well why can’t the same transformation of citizens, habits, 
transfer that into transformation of learners and teacher habits, just 
happen in the way that it did with people’s music listening.   
 (M1LTb)

Demonstrating impact is thus hindered by things taking more time than 
expected and ‘patchy take up’; meanwhile, technologies move on. Indeed 
the global context, the pace at which technology evolves and the impact 
on institutions in terms of policy and practice all pose major challenges to 
the respondents.

I think we are co-evolving with the technologies, and we get to 
stages where things radically shift as a result. And so I think the 
interrelationship of us and technologies is only going to increase. 
And then therefore the impact on institutions is going to be 
profound. But what that means in terms of policy perspectives…  
 (F1LT)
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The perception that there has been a failure to estimate the impact of new 
technologies on large institutions, echoed in the views of other respond-
ents, is certainly not new (Schön, 1967), and there is a strong sense that 
university systems have been slow to change over the years and that some 
universities have still not fully addressed the ongoing challenges of tech-
nology and change. 

Formal certification: a body of interrelated knowledge
As noted earlier in this chapter, respondents entered the field with a range 
of formal certification, with at least two respondents having PhDs in their 
initial subjects of study and others having higher degrees or an intention 
to study at postgraduate levels. 

One of the most significant shifts affecting the respondents which also 
places considerable value on institutional capital is the move to profession-
alise and accredit teaching in higher education. This move has led to the 
creation and accreditation of post-graduate programmes in teaching and 
learning and funded initiatives across the sector to raise the profile of teach-
ing in higher education. 

In addition there has been a recent proliferation of undergraduate and 
postgraduate courses in topics such as learning technology, eLearning, open 
and distance learning and learning and teaching (see for examples Bates, 
2008). Below, a respondent highlights the increase in professional qualifi-
cations related to learning technologies. 

But what is interesting now is that you have got a rise in new 
professionals who’ve got professional qualifications in this area. In 
the way that with previous more general educational developers 
quite often they had Masters programmes, now you’re getting 
people who have got Masters programmes specifically to do with 
technology.  (F1LT)

Respondents express acute awareness of the importance of formal accredita-
tion in their own professional development, such as the Certificated Mem-
bership of the Association for Learning Technology (CMALT) and the pro-
fessional qualifications awarded by the Staff and Educational Development 
Association (SEDA). However there seems a certain amount of scepticism 
with regard to the intrinsic value of such awards and little enthusiasm for 
investing too much energy in them.

I haven’t done CMALT or the Learning Technology thing [……] 
because it probably just gives accreditation for something that I’m 
doing.  (F2H)
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When respondents discussed their own ‘certification’, they attach most im-
portance to gaining a ‘Fellowship’ from the Higher Education Academy 
(HEA) or ‘being a Fellow’ of the Higher Education Academy, described as 
being about teaching and support and ‘commitment to becoming profes-
sionally qualified’ (M1ED). The status of the HEA award illustrates, what 
Bourdieu describes as the ‘performative magic of the power of instituting, 
the power to show forth and secure belief or, in a word, to impose recog-
nition’ (Bourdieu, 1986, p. 248). Nevertheless it seems that the ‘stakes’ are 
continually being changed. For example the HEA (2008) now has three 
levels of ‘fellowship’: Associate, Fellow, and Senior Fellow, implying hier-
archy, male bias and elitism.

An experienced practitioner refers to an increase in pressure on educa-
tional developers to have doctorates. This may be due to a variety of rea-
sons; for example increased emphasis placed on the quality of teaching in 
higher education, greater pressure on all university teachers to have PhDs 
and existing professional accreditation schemes which have implications 
for the work, levels of practice and position of educational developers and 
indeed learning technologists. Gaining a higher degree or researching one’s 
subject are both ways of acquiring personal academic capital whilst at the 
same time contributing to the status of the field of study. An additional 
reason relates to the increased competition in the global market for higher 
education degrees, which has raised the stakes for universities in the de-
veloped countries to increase research capacity and build research strength 
(Daniels, et al., 2006).

Counter-cultures
The interviews also provide evidence of a sense of counter-culture and di-
vision. Respondents refer to a lack of day-to-day contact between the two 
groupings of new professionals, and a ‘relatively small’ ‘overlap’ of practice 
within universities related to different organisational set ups. They also sug-
gest a lack of engagement in each others’ work and the acceptance of myths 
about each others’ work. For example, some hold strong views about the 
nature of research, the content of journals and norms and regularities re-
lated to the ‘other’ field, whilst several admit to not being ‘well up on the 
literature’ of the other field. Yet others admit to having little knowledge 
and understanding of the work and practice of the other grouping. All in 
all there seems to be considerable lack of awareness and understanding be-
tween the two groupings. One experienced respondent agreed that such a 
lack of awareness is not acceptable.
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…maybe this is saying I need to think more about that, just 
it’s exposing a kind of blank in my appreciation that isn’t really 
acceptable.  (M1LTb)

Respondents also point to fragmentation and division within each sub-field. 
For example it is claimed that practice in the sub-field of learning technol-
ogy reveals a split; between those who provide support and are more ‘de-
velopmental’ and those who are more ‘researchy’. Differences in practices 
among educational developers are also highlighted, for example, the con-
tradiction between encouraging scholarly activity and organising ‘training 
courses’ from Human Resource Departments. The same respondent also 
identifies a split between practitioners who have moved into more senior 
positions and are now responsible for writing or at least contributing to 
policy, and those who ‘may see themselves being marginalised as staff devel-
opers’ (M1ED). Moreover, there is a divide in the way practice is perceived 
by faculty as providing support or being a tool of management.

Clearly boundaries exist between and within the sub-fields as happens 
for other disciplines and subject areas. Becher (1990, p. 333) suggests that 
such boundaries always threaten unity and press against ‘the overall cul-
ture of the discipline of which they form part…’. Rather than convergence 
or integration of ideas and greater interdisciplinary understanding, coun-
ter-cultures emerge. Thus to gain ‘overall’ knowledge and understanding, 
practitioners are compelled to navigate the sub-fields and cross bounda-
ries into counter-cultures, or what may be regarded as unfriendly territory. 
Thus despite overlap in the interests and practices of respondents and in 
academic practice and institutional policy, the two sub-fields lack integra-
tion, coherence and a sense of an ‘overall culture of the discipline of which 
they form part’ (ibid.). 

Economic Capital
In a quest to improve teaching and learning in the UK higher education, 
tens of millions of pounds have been made available to universities through 
different bodies and agencies over a period of 10 years. As we have seen, 
much of this funding has supported the growth of new units and occupa-
tional categories whose primary aim is to improve the quality of teaching 
and learning. Respondents frequently refer to gaining sources of funding 
from the HEFCE, HEA and the JISC. In particular the Teaching Qual-
ity Enhancement Fund (TQEF), the Fund for the Development of Teach-
ing and Learning (FDTL) and the Centres for Excellence in Teaching and 
Learning (CETL) are identified as important sources of external economic 
capital for both sub-fields. In addition, learning technologists have gained 
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especially from funding specifically targeted at supporting ICTs (such as 
from the JISC).

Achieving external funding symbolises success for the respondents and 
is often used within institutions to ‘argue for [matched] internal funding’ 
(M1H). External economic capital, it is claimed, is used in various ways to 
support practice, agency and jobs. Below we can see that fixed amounts of 
external funding have been instrumental in enabling the development of 
institute-based projects and establishing central units and jobs.

…in practical terms the opening up of TQEF funding at the 
beginning of the decade, for eLearning, also made a very big 
difference because it enabled us to set up a virtual learning 
environment for example, so I was able to start in my present 
position thanks to the use of that enhancement fund. So that’s 
made a practical difference.  (M1LT)

External funding thus helped fund units, enabled projects to be carried out 
and led to an increase in the number of people calling themselves educa-
tional developers and learning technologists. Indeed, one respondent ar-
gues that without external funding ‘inroads’ into areas such as the use of 
new software applications, projects that were ‘quite important’ would not 
have been possible:

So for example we used it to experiment with [a software 
application] which we then were able to show to people, which we 
then were able to persuade the institution that it needed a [.......] so 
we couldn’t have done that. I don’t know what we would have done 
without the impetus of external funding around that.  (M1H)

Most respondents acknowledge that for individual practitioners and re-
searchers ‘who are stuck in an institution [and] wanting to get on with, 
in quotes, good stuff ’, external funding is ‘incredibly important because 
it provides the kind of fuel and lubrication for many of them to do their 
work’ (M1LTb). 

Whilst both sub-fields have clearly benefited from fixed amounts of 
economic capital, being inserted into their areas of work there has been a 
stronger emphasis on the use of technology in teaching and learning. Thus 
those who have specific knowledge and skills in learning technology were 
particularly successful in generating activity. For example one experienced 
respondent suggests that JISC funding is ‘very easy to go for’ (F1LT) and 
all seem aware of the ‘large sums of money’ of the funding bodies dedi-
cated to ICT.
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Respondents convey mixed feelings, however, about the value of external 
funding. For example one suggests that external funding may have diverted 
policy-makers from directly addressing internal funding issues, basic plan-
ning and research. Another asserts that it created an imbalance in the inter-
nal resourcing and support ‘which is still not addressed’ (M1LT). External 
funding thus seems a double-edged sword. It provides increased opportunity 
and autonomy for new professionals, but at the same time contributes to 
fundamental problems related to institutional planning, budgets and hu-
man resources. One senior practitioner thus conveys the impression that 
everything in his area is done on ‘a bit of a shoe string’ (M1LT). 

Fixed amounts of capital from external sources are also used to fund tem-
porary posts. A newcomer in learning technology explains how at the end 
of his two year fixed term contract he will have to be able to justify his role 
in order to make himself ‘indispensible’ (M2LT). Indeed the requirements 
for such funding have generally offered fixed amounts of capital based on 
targets and ‘deliverables’. Changes in patterns of external sources of fund-
ing create anxiety, as indicated in an experienced learning technologist’s ex-
pressed concern about ‘new challenges ahead’ in terms of ‘getting money’ 
(M1LT). Respondents imply that they are compelled to seek new territory 
for economic capital. For example one respondent mentions recently se-
cured funding through a collaborative bid to a subject-based Research Coun-
cil, which will ‘cover a new learning technologist for three years’ (M1LT). 
Below another respondent identifies Research Councils as a future source 
of income but also expresses awareness of the difficulties of breaking into 
new funding streams without having the appropriate cultural capital asso-
ciated with their area.

What we have built up is bids to JISC and to a lesser extent bids to 
Higher Education Academy, and we will continue to do that. [......] 
partly because we’ve had the technology flavor to most of the bids 
therefore they have been the appropriate sources and because they 
are the only sources of money in town. Or at least other sources 
are either, say heavily research based, and we haven’t got the track 
record to go into that, like ESRC, [.......] the university might 
move more towards that over the next five years. There might be 
possibilities there …  (M1H).

Both respondents, look towards funding from Research Councils to support 
their activity, such as the Economic and Social Research Council (ESRC), 
although it is clear that the two sub-fields are disadvantaged in that they are 
positioned on the periphery of the established academic research communi-
ties. Thus, experienced respondents in both sub-fields consider changes in 
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funding as likely to prompt new alliances and increased competition and 
struggle for resources.

Pessimism abounds
As already mentioned, projects and targets are arguably evaluated on the 
basis of impact, and questions of impact are clearly significant for respond-
ents in both sub-fields. Below, a senior educational developer highlights the 
need to be aware of policy changes in funding.

And when funding finishes in the next year or two it will be 
interesting to see what happens then. [......] I think one of the major 
challenges is going to be the removal of, or the disappearance of the 
large sums of money that have come in over recent years and will 
no longer be ring-fenced. TQEF will go into core funding so it will 
finish in two years. So the challenge for a lot of institutions will be 
whether to continue funding departments – academic development 
departments from their core funding. And so the challenge there 
is, are you making a difference, are you having an impact, because, 
institutions are increasingly looking to their competitive advantage 
over other institutions...  (M1ED)

The respondent above, points to the imminent end of a number of fund-
ing initiatives affecting the new professional area. Others suggest that the 
current economic downturn is an important factor and express concern 
about possible constraints following the ‘huge amount of funding’ which 
has been coming through JISC (F1LT). The following two quotations from 
two experienced respondents reflect a general sense of pessimism particu-
larly among learning technologists.

I would hesitate to say dependent [on external funding] but it’s been 
an extremely important part in what we have done in the last few 
years, yes, extremely important. [........] Subsequent changes have 
diluted that. [........] ...sectoral and institutional changes – I mean 
the fact that HEFCE is probably going you know … that the, that 
eLearning is disappearing isn’t it, [........] and the TQEF is going to 
be dissipated to core funding probably and these sorts of things will 
make life hard rather than easier. [........] …I mean I spend most of 
my time trying to bid for money.  (M1LT)

…and for sure things are going to get very, very tight in the next 
period, and that’s without the credit crunch. It’s going to get much 
worse through the credit crunch. [........] …you know things like 
this 7.5 million pound HEFCE money for developing world class 
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open education resources that was announced earlier this week, 
that just feels like little flickers on the dying fire rather than the 
start of something sustained.  (M1LTb)

Below a senior practitioner in both educational development and learning 
technology reflects on the position of his work in general and the associ-
ated political struggles.

…I mean one of the things that interest me is the whole politics of 
it, in the sense of the political struggles that got us here. What will 
happen when that targeted funding disappears? Because although 
we are in a better position than most we are still dependent to 
some extent on TQEF funding, and whether the PVC will take this 
opportunity to revamp priorities, and how much, how many staff, 
how much staff go where is a, … it’s going to be interesting.   
 (M1H)

An experienced educational developer points out that other countries are 
in a similar position. 

…there have been similar moves in other countries such as the 
United States where there was a big drive towards quality and 
academic developers, or faculty developers, as they were called, were 
seen as supporting that; in Australia with their quality initiatives, 
but then when some of that finished, disbanding of units and 
redundancies across the sector. So, I think [pause for thought] there 
are very few other professions that you could see disappearing over 
night, but chunks of [educational development] have disappeared 
in various countries, which ... I’ve never perceived this before ... ... 
... so it’s interesting, ... ... might call into question the nature of the 
profession and its stability.  (M1ED)

Thus, it is argued that the vulnerability against which both sub-fields have 
struggled (Land, 2004) is likely to be exacerbated by questions of funding 
which have intensified because of the current global economic crisis. Respon-
dents express awareness of struggles ahead, referring to ‘a lot of change going 
on at the moment’, ‘undergoing review’, ‘reorganisations’, ‘restructuring’ 
and ‘moves’. Instability in some sense has become the norm as respondents 
note the different units that they have worked in that have come and gone. 
One respondent describes her unit as ‘kind of floating’, and ‘not valued par-
ticularly’, with ‘major worries’ about the future. A senior and experienced 
respondent concluded his interview with the following remark:
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… talking about the politics and the power [……] you know, 
the VC and the PVC … can either make life incredibly positive 
and secure for us or they could kill us stone dead, and it’s our 
dependence on politics that makes life difficult at times.  (M1H)

Summary
In summary I briefly raise a few points here, all of which I return to in more 
detail in the final chapter. 

The interviews showed that new technologies are regarded, by both sub-
fields as an essential feature of academic practice and future university busi-
ness, with a general consensus that technology will become more pervasive, 
and that universities must keep in touch with the ‘real world’ as well as pro-
viding students with an appropriate education. However, there is also an 
overall sense of uncertainty regarding the impact of learning technologies on 
the quality of teaching and learning, and also about the controlling effect of 
certain types of technology. Shifts in global economies and concerns about 
the environment are also seen as challenges for ‘the market’, although the 
‘opening up of courses’ to the global context and the development of new 
forms of learning technologies are identified as potential solutions.

For respondents working as educational developers and learning tech-
nologists in higher education, their practices are inextricably associated with 
institutional policy, strategic activity and change. Roles are often short-
term, developmental and work settings, complex and unstable. Whilst both 
sub-fields to some extent share interests and common goals, important dif-
ferences are evident as are counter-cultures and various specialisms. Dif-
ferences between groupings and generations can be seen in terms of their 
knowledge, skills and practices, with habitus playing a part in determining 
interests, beliefs and career orientation.

Like other academics (or old professionals), practitioners struggle over 
job titles and scope of work in order to establish identity, keep up with the 
identity of their chosen group and take their place in the established so-
cial order. Like other academics in UK universities, they also struggle with 
seemingly relentless restructuring. In contrast to other academics however 
there is little sense of belonging to an overall culture or academic discipline, 
and instead a lack of coherence and uncertainty about their positioning 
in the social order. External short-term and top-sliced university funding 
have formed the basis of growth of both sub-fields though now are a source 
of uncertainty for both sub-fields. Lack of a cohesive academic discipline, 
unstable sources of funding, changeable management structures, academic 
capitalism and the role both sub-fields play in supporting institutional pol-
icy and strategy; all serve to place new professionals in a political, sensitive 
position, as peripheral and yet central to academic practice.
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Chapter 9. Technology and change: a 
feel for a new professional game 

Introduction
This thesis has explored the emergence of two specific groupings of ‘new 
professionals’ out of a context of change and reform in higher education. 
It has combined different theories and methods to gain an understanding 
of the history, practices and position of ‘educational developers’ and ‘learn-
ing technologists’ and their respective approaches to supporting teaching 
and learning and the use of ‘new technologies’. The social structure and 
practices that govern the two groupings have been analysed by means of a 
range of theories, concepts and methods which include Bourdieu’s concepts 
of habitus, field, and capital, Boyer’s ideas about new scholarship, Palmer’s 
conceptualisation of the university teacher and Clark’s notions of the en-
trepreneurial university. The work of others, in particular Schön and Ball, 
has also provided insight into the powerful relationship between techno-
logy, society, education and change. 

Earlier chapters provide a picture of the field (of academic practice) which 
has been selected for investigation and the key relationships and networks, 
knowledge, skills, characteristics and practices associated with the sub-fields 
of educational development and learning technology. The historical over-
view, literature reviews, the professional autobiographical narrative and 
the in-depth interviews show how time, setting and habitus contribute to 
knowledge and understanding of position, power relations, and struggles 
over resources, professional judgement and values.

Central to this discussion is the impact of new technologies in the uni-
versity and on academic practice and policy, and how they have been used 
as a means of supporting teaching and learning, as well as organisational 
practices, educational development, processes of social change and organi-
sational reform. Bourdieu’s analogy of game and of the principal dynamics 
of field and agents as holders of specific capital with the capacity and po-
sition to act in the field, has been important to this thesis as have Schön’s 
views on technological innovation and its effect on social systems. 

In this final chapter, I reflect on the challenges of researching one’s own 
area of practice, discuss the impact of new technologies and change on 
higher education and attempt to answer the questions posed at the start of 
the thesis. I also raise a number of points related to the growth in impor-
tance of new technologies as tools and processes, and struggles for profes-
sionals working in this area. 
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Methodological issues
It is not the intention to repeat earlier discussion about the theories and 
methods underpinning this thesis. Rather, this section offers a reflection on 
epistemological, ethical and personal difficulties in researching one’s own 
practices and the practices of colleagues.

Essentially this thesis has adopted a reflexive socio-cultural perspective on 
practice. The aim has been to make sense of and give meaning to profession-
al practice and life situations and to apply analyses and interpretation. The 
methods used have aimed to draw together social and cultural background, 
life experience, professional practice and organisational change. As we have 
seen, professional life experience can constitute a rich research source. Simi-
larly, my study has sought to capture the interconnectedness and complex 
nature of academic practice and its importance for working and research-
ing in today’s university. Structural change which generates new relation-
ships, struggles for power and resources and the value of various capitals, 
are explored. The study of intersecting sub-fields has led to an identification 
of boundaries, overlap and gaps, and similarities and differences between 
knowledge, practices, positions, dispositions and allegiances. 

Individual agency and how structures are experienced are brought to-
gether in the professional autobiographical narrative and in-depth inter-
views. However, exploring one’s own practices and the practice of colleagues 
working in the same field has been challenging – if also interesting. Auto-
biographical narrative as a methodology has been difficult, in the sense of 
having to search to find an appropriate voice and having to be selective 
about which events to include. Bourdieu describes the difficulties in using 
oneself as an object of research as follows:

Working on such an object, one is reminded at every moment that 
the subject of the objectivation himself is being objectivised: the 
harshest and most brutal objectifying analyses are written with an 
acute awareness of the fact that they apply to he who is writing 
them.  (Bourdieu and Wacquant, 1992, p. 63)

Interviewing other professionals working in the same field as me was equal-
ly challenging. Indeed Bourdieu reports on being overwhelmed, as indeed 
I was, 
  

…overwhelmed by the fear that the interests of the readers (which, 
given what I write, comprise a large majority of academics) would 
be so strong that all the work I had accomplished to prevent this 
kind of spontaneous reading would be swept away…  (Ibid.) 
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I use these quotations from Bourdieu to emphasise the epistemological, ethi-
cal and personal difficulties associated with using my own experiences and 
those of colleagues and other professionals, as a research topic. For example, 
my treatment of struggles and critique as applied to an area in which I have 
worked, continue to work, and remain committed to and fascinated by, are 
sources of potential misinterpretation. Here, I draw again on Bourdieu who 
points out that any criticism or contestation should be seen as an indica-
tion that other players are equally committed, i.e. believe in the game, and 
thus value and if necessary challenge any analysis provided. 

New technologies and change in the new higher 
education
A key thread running through this thesis has been the effect of technological 
innovation on socio-cultural aspects of academic practice. New technolo-
gies have been discussed, as electronic tools and processes used in various 
educational contexts and as means of bringing about change. The attempt 
has been made to show that such views of technology are interlinked. How-
ever, change is not always positive as Schön explains:

The principal source of difficulty is in technical innovation and in 
the many forms of social change which have accompanied it and 
resulted from it and which now, as technical change has become 
institutionalized, cause it.  (Schön, 1967, p. xiii)

The impact of technical innovation on society and the continuing task of 
organisations and institutions to keep up with the increased pace of change, 
illustrate Schön’s argument that ‘technological innovation belongs to us less 
than we belong to it’, thus highlighting underlying concerns about uncriti-
cal acceptance of technological solutions and insufficient exploration of 
fundamental questions of purpose.

This thesis has shown that as the expansion of higher education moves 
towards industrial models of infrastructure, dependence on new technolo-
gies are accompanied by increased visibility of technical support depart-
ments, increased centralised control, and commercial interests which favour 
technical solutions. Furthermore, new technologies underpin the pressure 
on universities to be proactive and entrepreneurial in the globalised com-
petitive market. As a result, software companies have built up considerable 
influence (and stakes) in the higher education sector, in developed and de-
veloping countries. Thus, new technology cannot be said to be a neutral 
instrument of social change.
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Change has become the dominant leitmotif of new university systems 
as has been reiterated time and again. As universities implement cycles of 
restructuring, the preferred ‘steady state of change’ i.e. the space between 
restructuring processes, is inevitably disrupted due to displacement of staff 
as well as structures. Bureaucracy has expanded (Clark, 2003) and policy 
technology has been used to change existing regimes (Ball, 2003). The lat-
ter is often disguised as an ethic of change, such as the introduction of a 
new set of corporate values or set of targets. Following restructuring have 
been shifts in power, position and in accrued social, cultural and economic 
capital (Bourdieu and Wacquant, 1992).

How can we interpret these shifts in power in relation to the nature of 
today’s university and to the deployment of new technology? We have seen 
in the review of literature that technological innovation and change in high-
er education are linked to new forms of professionalism and ‘hybrid’ roles. 
It suggests that technological innovation has become associated with new 
pedagogies and powerful business and commercial agendas. We have also 
seen how government policies determine what is at stake and how different 
forms of technological innovation determine the means by which econom-
ic, social and cultural capital is distributed and their impact on professional 
practice, position and professionalism. 

In my own experience: initially as a university teacher, I accrued valu-
able cultural capital through my interest in using media and technology to 
support teaching and learning. The educational technology Centre which 
I led the establishment of in the early 1990s, and for which I had academic 
and managerial responsibility, was initially an autonomous, if peripheral, 
unit which focused on practice-based research and the use of new technolo-
gies to support academic practice. My early struggles involved positioning 
the Centre both centrally in the university and within the sub-discipline 
of academic development and alongside the sub-discipline of higher edu-
cational studies. This was achieved when the Centre was formally based in 
an academic institute with academic leadership. Thus in the mid-1990s, 
the Centre was based in a large central department which had as its main 
focus, support for learning, teaching and research and the support of stu-
dents and staff. 

During a later restructuring the large central department itself was in-
corporated into an even larger central department which included IT serv-
ices, and was headed by the head of the university information systems. A 
so-called ‘values-based’ ‘cultural transformation’ was introduced. This used 
corporate ‘cultural transformation tools’ to propel staff through radical 
change. The application of change technology was, I want to argue, both 
a symbolic shift and a form of symbolic violence directed towards mostly 
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passive ‘social agents’, i.e. university staff who were constructed as profes-
sionally inadequate. In other words it was a process of disciplining agents 
and was symbolic of the efficacy of the dominant determinants (Bourdieu, 
1998). By this I mean that the technology in the form of ‘cultural transfor-
mation tools’ were used as a form of social control in order to impose the 
values of the dominant group. 

Such change technologies are powerful, often implicit and therefore hard 
to contest. Dangers for higher education are that the balance is pulled to-
wards technologies of control and bureaucracy and away from the knowing 
professional judgement of university academics/teachers. The deployment 
of such technologies also results in the erasure of capital (social, cultural 
and economic) and loss of professional identity, often without any replace-
ment. 

In-depth interviews with practitioners show further how role and po-
sition may be short-term and how new professionals are particularly ren-
dered vulnerable to new regimes of power in their struggles over job titles 
and scope of work. Furthermore the interviews show how the work of ed-
ucational developers and learning technologists is inextricably linked with 
institutional policy, strategic activity and change. 

Variations in change strategies and in the principles, values and ethics of 
those who control how judgments are made, necessarily impact on the so-
cial and cultural capital of professional groupings and the balance of power 
between the players involved. Thus policy technologies aimed at bringing 
about change are able to threaten individual professional identity, individ-
ual agency and the ‘hearts and souls’ (remits) of institutions. Furthermore, 
there is a paradox in that whilst the effects of policy technologies may be 
‘subtle’ (Ball, 2003), various experiences reported in this study suggest that 
they are often overt, unsubtle and wide-reaching. 

We have seen through this thesis an unfolding in terms of the status and 
value of new technologies as electronic tools to support teaching and learn-
ing and to become central to organisational processes and the transforma-
tion of university practices. We have also seen change become institution-
alised in the form of policy technology.

Thus the relationships between technology and change and how new 
technologies are used to support teaching and learning in higher educa-
tion are characterised by complexity, dichotomies and conflicts of interest. 
A danger here is that if critical debate is stifled, technology becomes tech-
nicist, an unquestioned instrument of progress, and/or an ideological tool 
for meeting the challenges of the market. 
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Research Questions
This thesis has sought to address the following questions: 
•	 What	is	a	new	professional	in	higher	education?	
•	 What	are	the	characteristics,	principles	and	practices	that	distinguish	

the educational developer and learning technologist as new profession-
als?

•	 How	do	the	practices	of	the	educational	developer	and	learning	tech-
nologist contribute to teaching, learning and scholarship in higher ed-
ucation?

•	 In	what	ways	is	the	notion	of	a	new	professional	in	higher	education	
useful?

These questions will now be addressed.

What is a new professional in higher education? 
The work of new professionals is inextricably linked to the effects of reform 
and the diverse nature of activity in the changing university due, in part, 
to globalisation, technological innovation and the positioning of nations 
as global economic forces within the knowledge economy. 

The emergence of new professionals in UK higher education in the 
1990s may, therefore, be understood in terms of changes in new manage-
ment regimes of universities, and in academic work at a time of massifica-
tion, reduced resources and technological advancement. The practices of 
the two groupings of new professionals (the focus of this study) have been 
ostensibly devoted to supporting and improving teaching and learning and 
the student experience. However, new professionals, have also been active 
in the development of ‘the entrepreneurial university’ which itself has gen-
erated a variety of new units and departments, fixed-term contracts, and 
non-faculty and managerial professionals. Thus, as new structures and prac-
tices emerged which continue to be reconceptualised and remodelled, the 
work of new professionals cuts across the ‘old’ disciplinary boundaries to 
embrace a wide range of university work which includes managerial, aca-
demic, non-academic, entrepreneurial and innovative activity which is in-
creasingly governed by government-related discourse, accountability and 
the need for technical innovation. Furthermore the work environment and 
career route of new professionals are unstable and particularly susceptible 
to the demands of new power regimes for technological solutions. 

Characteristics, principles and practices 
Both groups primarily aim to bring about change and support professional 
development. Accordingly, both groups aim to support teaching and learn-
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ing, the use of learning technologies, research and the application and inte-
gration of new knowledge and skills. They also share principles and values 
that emphasise innovation. Both groups work in complex and uncertain 
workplace settings and struggle over their position, professional identity and 
symbolic capital. However, differences have been identified particularly in 
terms of individual disposition and capital, which can be seen mainly in 
practice and career route.

Habitus and disposition
Both groupings show a strong inclination and overall orientation towards 
the symbolism of specifically ‘educational’ practices. The strong leaning 
towards education is rooted, it would seem, in the deeply-founded dispo-
sitions and beliefs of individuals and the symbolic value placed on differ-
ent types of capital. Practitioners working in both sub-fields, for example, 
place symbolic value on principles of enquiry, autonomy, and creativity, 
with high aspirations, enthusiasm for change and a strong sense of agency. 
However, the main distinction between the two groupings is that learning 
technologists are more motivated by the relationship between information 
and communication technologies, media and teaching and learning, and 
by the challenge of exploring and bringing into being technological inven-
tions which can be used in teaching and learning. 

Networks and relationships 
Social capital in the form of networks and relationships is an important 
political resource for both sub-fields. It is used to facilitate collaboration 
and support mutual interests and is therefore a crucial feature of practice. 
Social capital is also used by individuals in both groups as an investment 
which returns personal advantage. In particular, experienced practitioners 
utilise social capital both in institutional settings and in the wider field of 
higher education. 

We have seen that within university settings, educational developers and 
learning technologists have to deal with complex and changing power re-
gimes and management structures, which means that institutional social 
capital is often an unstable resource. Outside institutional settings, they seek 
involvement in networks, special interest groups, conferences, communities 
and professional associations. Fields and sub-fields, networks, communities 
and associations overlap and intersect, however, with boundaries marking 
out shared interests and norms. Thus while there is overlap between prac-
tices, between and within the two groupings, and whilst practitioners in 
both sub-fields follow conventional academic norms and share many inter-
ests, there are also differences, tensions and counter-cultures. For example, 
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collaboration between educational developers and learning technologists 
has been quite limited and, as we have seen, varying positions regarding 
research, allegiances to different journals, different conferences and differ-
ent professional associations are all signifiers of distinctive workplace and 
‘disciplinary’ (counter) cultures.

Practice, knowledge and formal certification 
Cultural capital is manifest as a basis for practice, knowledge and formal 
certification of practitioners. Five broad categories of practice have been 
identified in this study: 1) teaching; 2) research and scholarly activity; 3) the 
use of learning technologies; 4) management and leadership; and 5) tech-
nical support. While all are interrelated; teaching, research and scholarly 
activity and the use of learning technologies are considered, in this study, 
to be most central to the work of both educational developers and learning 
technologists and are thus categorised as primary sets of practice. 

However, we have seen that prior experience of teaching varies, and that 
whilst both groupings are involved in supporting professional development, 
which may include mentoring, consultancy, coaching and running work-
shops; educational development tends to involve different types of higher 
level university teaching whilst learning technologists are more likely to in-
clude practices such as training. 

A wide range of practices including research, scholarly activity, evalua-
tion and audit are also evident. Differences are also evident, for example in 
conflicting epistemological views and positions regarding research. We have 
seen, for example, that educational developers place emphasis on scholarship 
in teaching and learning in contrast to research strategies associated with 
the implementation of learning technologies which are framed by questions 
more of a positivist nature such as about ‘how’ things should be done. Criti-
cal ‘why’ questions which relate to purpose or approaches to implementation 
and to the broader societal and cultural questions have been less prominent. 
However, we have also seen that the learning technology research base ex-
tends to include a wide range of methodologies and topics.

The use of learning technology is an inherent feature of the work of 
both groupings; however, differences in knowledge, skills and practices 
are evident in both groups. Personal disposition and context (specifically 
job-related activity) account for different levels of engagement and differ-
ent levels of knowledge and skills: some practitioners simply use technol-
ogy as part of their everyday work; others are involved in teaching online 
courses, while others (particularly learning technologists) are involved in 
a wide range of specialist technology-related activity. Interestingly, there is 
uncertainty regarding the impact of technology on teaching and learning, 
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and on the quality of the student experience, with frustration expressed 
most strongly by respondents whose roles are primarily related to support-
ing the use of learning technologies. Indeed the level of frustration shown 
by learning technologists suggests that responsibility for bringing about 
change directly related to technological innovation is less simple than had 
been initially anticipated. 

We have also seen that the practices which require technical and or-
ganisational skills, which are important both for educational development 
and technological innovation, remain on the periphery of mainstream aca-
demic practice.

Management and leadership of the two areas are determined mainly by 
context, with institutional structures determining the specific position-
ing of individuals units. However, this study suggests that management 
and leadership of educational development and/or learning technology is 
a site of struggle over positioning, practices, principles, beliefs, values and 
resources.

Professionals working in the two sub-fields have access to a wide range of 
formal certification, which includes certification of technical competences 
and ‘professionalism’, post graduate certificates in teaching and learning, 
‘certificates of cultural competence’ from professional associations, Masters 
Degrees in education or PhDs (generally) associated with a subject disci-
pline. The connotation and value placed on certification from professional 
associations vary. However, the commitment that, for example, the High-
er Education Academy places on the student learning experience and on 
both teaching and support, sets the Fellowship it offers apart as providing 
a unifying ‘certificate of cultural competence’ for both educational develop-
ers and learning technologists. Moreover, attaining a doctoral thesis in ‘the 
field’ has cultural value for both sub-fields, and also for the broader field of 
higher education studies, particularly in terms of new knowledge and the 
strengthening of position within an academic setting. 

Funding 
External funding has been at the root of the growth of both sub-fields; 
therefore economic capital is extremely important. The source and purpose 
of economic capital can unite or divide the groupings. The dependency of 
the two groupings on external funding and ‘top sliced’ institutional capital 
constitutes a deep-seated problem and sets the sub-fields apart from other 
more established academic disciplines. 

Institutional policy and business plans have not, in some cases, fully ad-
dressed the practices and long-term purpose of the two groupings: thus 
both need to find new strategies for professional stability via support in-
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ternally. The recent ending of large scale funding initiatives, coupled with 
the current economic crisis, suggests that, while both groupings are clearly 
important to policy makers, both sub-fields occupy a difficult and vulner-
able position. In the current climate, securing substantial economic capital 
is seen as at the root of the survival of both groupings, though also a source 
of significant disruption and a key site of future struggle. 

Intellectual justification and professional status 
Both groups profess to support professional development and the enhance-
ment of teaching and learning. However educational development has con-
tained a stronger intellectual justification for its professional status which 
emphasises scholarship, critical reflection and connecting teaching, learning 
and research, whilst for learning technology the main justification of its pro-
fessional status has been based on issues of integration, application and inno-
vation. Thus, while educational development has concentrated on practices 
which consolidate the relationship between teaching, learning and research, 
for learning technology the main concern has been the introduction and in-
sertion of new technologies into academic practice. However, this study sug-
gests that both aspects of practice are now shifting and indeed merging. 

Power and influence
It has been shown that educational developers have more of a tradition of 
leading professional development and of engaging with university politics. 
At the same time, learning technologists have ‘matured’ as a professional 
grouping and have achieved an increasingly central and powerful role, for 
example in supporting professional development, shaping and implement-
ing policy and influencing the decisions of ‘resource controllers’. Thus, both 
groups have been to some extent influential, particularly in terms of de-
termining learning and teaching strategy and policy at local, institutional 
and national levels. In addition their often, central physical location in the 
university has placed them at the interface of management, faculty and de-
partments. However, long-standing tensions for both groups concern their 
positioning between management and university teachers, and their increas-
ingly politicised role which may, in the future, lead either to an increase in 
power or a reduction in influence and agency for one or other groups. 

Impact and accountability
Whilst central units have been acknowledged as useful in improving the 
quality of teaching and learning, their work has also been criticised as too 
closely linked to the business and economic imperatives of the universi-
ty. Questions related to impact are raised by faculty, university managers, 
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and government, for both groupings, in particular, in relation to the large 
amounts of government and university funding which has been channelled 
into learning technologies.

Tensions between, the two groupings have been exacerbated by the in-
creasingly competitive market in higher education in the UK in which 
professionals are assessed in terms of, for example, meeting targets, income 
generation, quality of research, ‘benchmarking’, ‘e-learning progress’ and 
improvements to the quality of teaching. Also influential, as we have seen, 
have been external sources of funding and the perceived importance of new 
technology. All of these factors have created different levels of accumulation 
of social, cultural and economic capital and have clearly affected the value 
attached to new professionals.

Increasingly blurred boundaries
Whilst both groups see themselves as multifaceted and interdisciplinary 
and, also to some extent ‘fragmented’, educational developers have a long-
er sense of history and a more cohesive sense of ‘community’, in contrast 
to learning technologists who are more individualistic and flexible in their 
positioning and practices. 

Individuals within both groups self-identify in terms of ‘generations’, 
with the first generation of learning technologists, of the 1990s, perceived 
as having moved on to more active roles in management and research, 
while the second generation is described as more focused on specialisms 
and practice. Educational developers are not so explicit about generational 
differences, reflecting their sense of history and community. However, there 
is evidence of experienced practitioners moving into management, leader-
ship and policy-making positions, while there are also indications that the 
future of the next generation of educational developers is uncertain with 
the possibility of further disruption, increased marginalisation and greater 
institutional control over their practice. There is evidence also that educa-
tional developers are becoming increasingly ‘strategic’ while learning tech-
nologists display signs of divisions between researchers and practitioners 
over symbolic shifts between learning technology, e-learning and technol-
ogy enhanced learning.

Thus, following Bourdieu, both sub-fields show evidence of instability 
with boundaries proving difficult to maintain. Furthermore, this study shows 
that individual disposition is a key factor in terms of differences between 
new professionals. Subsequently the disposition of future leaders of educa-
tional development and learning technology will clearly influence struggles 
over position, practices, principles, beliefs, values and resources.
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Contribution to teaching, learning and scholarship 
As we have seen educational developers and learning technologists are in-
volved in shared areas of work and both express commitment to creating 
effective conditions for student learning, scholarship in teaching and learn-
ing and the use of learning technologies, albeit in different ways. However, 
educational developers and learning technologists through practices dis-
cussed in the previous section are often allocated responsibility for imple-
menting institutional strategy and bringing about change. Thus for both 
groups important activities in higher education are: 
•	 creating	effective	conditions	for	learning	(along	with	old	professionals)
•	 scholarship	in	teaching	and	learning
•	 the	use	of	new	technologies	in	teaching	and	learning.

Correspondingly both groups thus contribute to:
•	 university	teaching
•	 knowledge	production
•	 innovative	pedagogies.

Where these activities intersect is the source from which educational de-
velopers and learning technologists draw their values, principles, practices 
and professional identity. 

Is the notion of a ‘new professional’ in the new higher education 

useful?
According to Schön, invention is characterised by twists and turns that 
affect its path and determine its course (which are not always clear at the 
outset), and it is difficult to foresee ‘from what disciplines or technologies 
answers will come’ (Schön, 1967, p. 18). Thus, as academics are required 
to be more professional and as newness builds on what has gone before, 
the application of the term new professional is useful because it denotes the 
emergence of innovative professional forms. 

However, in exploring educational development and learning technol-
ogy, we have seen, that the application of ‘new’ to professionalism is not 
straight forward. It is, therefore, perhaps more appropriate to reconceptu-
alise the label of new professional to include all those who engage with the 
various new technologies, ‘innovative’ pedagogical practices and research, 
whilst being impelled by the policy technologies – of the entrepreneurial 
university. Indeed this ‘take’ on new professionalism could be applicable to 
almost all university teachers and staff. 

Nevertheless for the two specific groups of new professionals studied, 
which have been pulled more obviously towards government discourse and 
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institutional strategy and change, it could be argued that their roles and 
practices are new, in the sense that they are interdisciplinary, positioned 
between faculty and management (and thus political), dependent on top-
sliced and external funding (and thus entrepreneurial) and associated with 
quality indicators and notions of performance (and thus performative). It 
could be argued therefore that the practices of educational developers and 
learning technologists epitomise the struggle between the modern and the 
post-modern university.

Conclusion 
A key aim in my own professional practice has been to work with new tech-
nologies and support educational development in a way that maintains the 
delicate balance between the needs of organisational processes, and profes-
sional and pedagogical practices. Thus I want to conclude by underlining 
a number of points. 

The first is that the growth in importance of new technologies as both 
tools and processes has undoubtedly affected the field of play (of academic 
practice) and the rules of the game (norms and values) of (new) profession-
alism (as a type of work orientation). In some cases it has also shifted the 
balance of power from teaching and learning to technical rationality. Such 
a shift has been buttressed by successive periods of restructuring of the uni-
versity, which have caused both ‘old’ and ‘new’ professionals to engage in 
professional and political struggles due to new forms of central governance 
and bureaucracies of change. Particularly evident is how new and old pro-
fessionals are rendered vulnerable by the new regimes of power. Thus while 
the practices of educational developers and learning technologists exhibit 
characteristics associated with the post-modern university, the professional 
identity, practices and knowledge of all professionals become increasingly 
fragmented and governed by management and business imperatives.

Second technological innovation is not new, and will undoubtedly con-
tinue. However, the danger is that if the principles guiding change fail to 
recognise research, scholarship in teaching and learning and critical inquiry 
as essential to creative and stimulating learning and working conditions, in-
novation and the process of change itself are likely to be imposed artificially 
from the outside rather than guided by the work reality for those involved. 
Thus I want to argue that, to ensure the continued existence of creative 
and socially critical ‘new professionals’, the nexus that underpins every as-
pect of university life needs to encompass teaching and learning, research 
and scholarship in teaching and learning, the use of new technologies and 
knowledge of educational policy. Furthermore, the various elements, which 
are intrinsic characteristics of academic practice, should be understood not 
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necessarily as resistant to change but as forward-looking and compatible 
with commitments to innovation – forming thus a powerful union which 
addresses the critical issues raised at the start of this thesis by McLuhan and 
Fiore, Schön and Boyer.

Universities, at the very least, therefore, should ensure open, balanced 
and critical debate which draws on research and scholarship pertaining to 
the pedagogical practices needed for new technologies. By so doing:
•	 a	balanced	approach	is	maintained	between	the	implementation	of	

new technologies for pedagogical practice and for organisational proc-
esses and business imperatives

•	 academic	practices	are	recognised	and	valued	which	centre	on	creating	
the best conditions for teaching, learning, scholarship in teaching and 
learning, and the pedagogical use of new technologies 

•	 university	teaching,	research	and	scholarship	are	recognised	as	a	neces-
sary precondition for processes of creativity and critical inquiry 

•	 any	‘ethic	of	change’	creates	the	most	appropriate	possible	conditions	
for learning, working and professional development, in higher educa-
tion.

Thirdly I want to highlight what I judge to be a disappointing level of col-
laboration between new professionals as evidenced in the two sub-fields 
of educational development and learning technology. Thus while the two 
groups seem to share some practices and professional values, each possess-
es a distinctive set of social, cultural and economic capital with differential 
value associated with the forms of capital held by each. This could explain 
competitive struggles which have resulted in separate working practices 
and affiliations, and, occasionally, attempts by one group to marginalise 
the other. Additionally, as we have seen, counter-cultures and the habitus 
and disposition of agents determine disciplinary boundaries. A commit-
ment to greater collaboration could be seen as a starting point for a po-
tentially rich partnership in educational development and improved stu-
dent learning, whether or not related to technology. However, it needs to 
be recognised that academic practice, and thus educational development, 
in the new university is also dependent on specialist knowledges, skills and 
competencies (of educational development and learning technology) and 
alternative lines of reasoning. 

The politicised, unstable and uncertain positions of both sub-fields, their 
frequent changes in leadership, erosion of agency, struggle for academic 
recognition and professional and personal struggles of practitioners, all are 
exacerbated by divisions in and between the two sub-fields, and their lack 
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of a cohesive definition of disciplinary status, i.e. in terms of the nature of 
knowledge, the role of theory and the way in which specialised techniques 
and findings are used. Thus my final argument is for a more cohesive ap-
proach to educational development in higher education which acknowledges 
its political position, encompasses the use of learning technologies and higher 
education policy, and strengthens it as a sub-discipline of education.

Postscript
In working for this thesis I have acknowledged the past, reflected on the 
present and anticipated the future. The personal benefit I have gained from 
this undertaking echoes Bourdieu’s claim to knowledge:

‘…one knows the world better and better as one knows oneself 
better, that scientific knowledge and knowledge of oneself and 
of one’s own social unconscious advance hand in hand, and that 
primary experience transformed in and through scientific practice 
transforms scientific practice and conversely.’   
 (Bourdieu, 2003, p. 289)



228

References
Alvarez, I., Guasch, T., and Espasa, A. (2009) University teacher roles and competencies 

in online learning environments: a theoretical analysis of teaching and learning 
practices. European Journal of Teacher Education, 32 (3) 321-336.

Andersen, L. (1997) Women and Autobiography in the Twentieth Century: Remembered 
Futures. London: Prentice Hall/Harvester Wheatsheaf.

Andresen, L.W. (2000a) Teaching Development in Higher Education as Scholarly 
Practice: a reply to Rowland et al. ‘Turning Academics into Teachers?’ Teaching in 
Higher Education, 5 (1) 23-31.

Andresen, L.W. (2000b) A Useable, Trans-disciplinary Conception of Scholarship. Higher 
Education Research and Development, 19 (2) 137-153. 

Apple, M. (1996) Cultural Politics and Education. Buckingham: Open University Press.

Ash, C. (2000) Towards a New Cost-Aware Evaluation Framework. Educational 
Technology and Society, 3 (4). 

Association for Educational Communications and Technology (AECT).  
http://www.aect.org/default.asp (accessed 04.02.2008).

Association for Learning Technology (ALT) (2004).  
http://www.alt.ac.uk/index.html (accessed 17.01.2006).

Association for Learning Technology (ALT) DIGEST.  
http://www.alt.ac.uk/news.php (accessed 15.05.2008).

Association for Learning Technology (ALT) (2005) Research Strategy.  
http://www.alt.ac.uk/ALT_2005_Research_Strategy_20050420.html  
(accessed 14.09.2007).

Association for Learning Technology (ALT) Strategy 2007-2010.  
http://www.alt.ac.uk/docs/ALT_strategy_2007-2010.pdf (accessed 07.09.2007).

Atkins Report (1998) An evaluation of the Computers in Teaching Initiative and 
Teaching and Learning Technology Support Network, HEFCE Report 98/47, 
September 1998. http://www.hefce.ac.uk/pubs/hefce/1998/98_47.htm (accessed 
15.05.2008).

Australian Journal for Educational Technology (AJET).  
http://www.ascilite.org.au/ajet/ajet.html (accessed 15.05.2008).

Australasian Society for Computers in Learning in Tertiary Education (ASCILITE). 
http://www.ascilite.org.au/index.php/Main_Page (accessed 25.08.2007). 



  229 

Bacsich, P. (1997) Re-Engineering the Campus with Web and Related Technology for the 
Virtual University. http://www.pjb.co.uk/16-17/vu2.htm (accessed 15.05.2008).

Bacsich, P., and Ash, C. (1999) The Hidden Costs of Networked Learning – The Impact 
of a Costing Framework on Educational Practice. Australasian Society for Computers 
In Learning In Tertiary Education Conference Proceedings, 1999, Brisbane, Australia. 
http://www.ascilite.org.au/conferences/brisbane99/papers/bacsichash.pdf (accessed 
24.02.2007).

Ball, S. J. (2000) Performativities and fabrications in the education economy: Towards 
the performative society. Australian Educational Researcher, 27 (2) 21-24.

Ball, S. J (2003) The teacher’s soul and the terrors of performativity. Journal of 
Educational Policy, 18 (2) 215-228.

Ball, S.J. (2005) The Commodification of Education in England: towards a new form of 
social relations. Keynote address to the Japan-UK Education Forum. Kyoto, 2005.

Ball, S.J. (2006) Education Policy and Social Class. The selected works of Stephen J. Ball. 
London:Routledge.

Barnett, R. (1997) Higher Education. A Critical Business. Buckingham: Open University 
Press.

Barnett, R.A. (2000a) Supercomplexity and the curriculum. Studies in Higher Education, 
25 (3) 255-265.

Barnett, R.A. (2000b) Realising the University in an Age of Supercomplexity. Buckingham: 
Open University Press.

Barnett, R.A. (2003) Beyond All Reason: Living with Ideology in the University. 
Maidenhead: McGraw-Hill.

Barnett, R.A. (ed.) (2005) Reshaping the University. New Relationships between Research, 
Scholarship and Teaching. Maidenhead: McGraw-Hill.

Barroso, M. (2005) European Universities Association Convention. Glasgow, 2 April 
2005. http://www.eua.be/eua/jsp/en/upload/Barroso_speech.1112693429657.pdf  
(accessed 11.08.2009).

Barroso, M. (2006) In: Communiques De Press IP/06/1416, Date: 18/10/2006. 
http://europa.eu/rapid/pressReleasesAction.do?reference=IP/06/1416&format=HTML
&aged=0&language=EN&guiLanguage=fr (accessed 11.08.2009).

Bates, T. (2008) Recommended Graduate Programmes in e-learning. 
http://www.tonybates.ca/resources/recommended-graduate-programs-in-e-learning/). 
(accessed 16.03.2009).



230

Bath, D., and Smith, C. (2004) Academic developers: an academic tribe claiming their 
territory in higher education. International Journal for Academic Development, 9 (1) 
9-27.

Baume, D. (2002) Scholarship, academic development and the future. International 
Journal for Academic Development, 7 (2) 109-111.

Becher, T. (1989) Academic Tribes and Territories: Intellectual Enquiry and the Cultures of 
Discipline. Buckingham: SRHE/Open University Press. 

Becher, T. (1990) The Counter-culture of specialisation. European Journal of Education, 
25 (3) 333-346.

Becher, T. (1994) The significance of disciplinary differences. Studies in Higher Education, 
19 (2) 151-161.

Becher, T., and Trowler, R.P. (2001) Academic Tribes and Territories. Intellectual Enquiry 
and the Culture of Disciplines. 2nd edn. Buckingham: SRHE/Open University Press.

Beck, J. (1999) Makeover Or Takeover? The strange death of educational autonomy in 
neo-liberal England. British Journal of Sociology of Education, 20 (2) 223-238.

Beetham, H., Jones, S., and Gornall, L. (2001) Career Development of Learning Technology 
Staff: Scoping Study Final Report for the JISC JCALT. Bristol: University of Plymouth, 
University of Bristol. http://www.jiscinfonet.ac.uk/Resources/external-resources/
LTCDSS/LTCDSS-final-report.doc (accessed 04.05.2008).

Blackboard. http://www.blackboard.com/uki/ (accessed 09.09.2007).

Bleiklie, I., and Kogan, M. (2000) Comparison and Theories. In: Kogan, M., Bauer, M., 
Bleiklie, I., and Henkel, M. (2000) Transforming Higher Education: A Comparative 
Study. London: Jessica Kingsley.

Blunkett, D. (2000) Greenwich Speech. Department for Education and Employment. 
http://cms1.gre.ac.uk/dfee/ (accessed 14.11.2005).

Bologna Declaration (1999). http://www.bologna-bergen2005.no/Docs/00-Main_
doc/990719BOLOGNA_DECLARATION.PDF (accessed 15.05.2008).

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

Bourdieu, P. (1978) Sport and social class. Social Science Information, 12 (6) 819-840.

Bourdieu, P. (1986) The Forms of Capital. In: Richardson, J.G. (1986) Handbook of 
Theory and Research for the Sociology of Education. Connecticut: Greenwood Press, Inc. 
p. 241.



  231 

Bourdieu, P. (1988) Homo Academicus. Cambridge: Polity Press.

Bourdieu, P. (1990) The Logic of Practice (trans. R. Nice), Oxford: Polity Press.

Bourdieu, P. (1998) Practical Reason. Oxford: Polity Press.

Bourdieu, P. (2003) Participant Objectivation. Journal of the Royal Anthropological 
Institute, 9 (2) 281-294.

Bourdieu, P. and Wacquant, L. (1992) An Invitation to Reflexive Sociology. Oxford: Polity 
Press.

Boyer, E,L. (1990) Scholarship Reconsidered. Priorities of the Professoriate. San Francisco: 
The Carnegie Foundation for the Advancement of Teaching, Jossey-Bass. 

Boyers, J. (1988) Interactive Video in Industry and Education: A Study Commissioned by 
Industrialists, London: National Interactive Video Centre.

Braun, V., and Clarke, V. (2006) Using thematic analysis in psychology. Qualitative 
Research in Psychology, 3, 77-101.

Brew, A. (1999) The value of scholarship. Paper presented at the Annual Conference of the 
Higher Education Research and Development Society of Australasia, Melbourne, Vic., July.

Brew, A. (2003a) Preface. In: Jenkins, A., Breen, R., Lindsay, R., and Brew, A. (2003) 
Reshaping Teaching in Higher Education: Linking Teaching and Research. London: Kogan 
Page.

Brew, A. (2003b) The Future of Research and Scholarship in Academic Development 
In: Eggins, H., and Macdonald, R. (eds.) The Scholarship of Academic Development. 
Buckingham: SRHE/Open University Press.

Brew, A. (2006) Making Sense of Academic Development. International Journal of 
Academic Development, 11 (2) 73-77.

Brew, A. (2007) Evaluating Academic Development in a Time of Complexity. 
International Journal for Academic Development, 12 (2) 69-72.

Brew, A., and Boud, D. (1996) Preparing for new academic roles: holistic approaches to 
development. International Journal for Academic Development, 1 (2) 17-25.

British Educational Research Association (BERA). Literature on Ethical Regulations. 
http://www.bera.ac.uk/ethics-and-educational-research/literature-on-ethical-regulation/
(accessed 01.06.2009)

Brown, J.S., and Duguid, P. (1991) Organization Learning and communities of practice: 
Towards a unified view of working, learning and innovation. Organisational Science, 2 
(1) 40-57. 



232

Brown, J.S., and Duguid, P. (2001) Knowledge and organisation: A social-practice 
perspective. Organisational Science, 12 (2) 198-213.

Brown, S. (2000) The Institute for Learning and Teaching UK approaches to accrediting 
teaching: looking to the future. Medical Teacher, 22 (5) 514-516.

Bulpitt, G. (2003) Looking over the horizon: a future perspective. In: Oyston, E. (ed.) 
(2003) Centred on Learning. Academic Case Studies on Learning Centre Development. 
Aldershot: Ashgate.

Butler Act (1944) Education Act. http://www.elevenplusexams.co.uk/UK_grammar_
schools.php (accessed 15.05.2005).

Campbell, G.R. (1991) Scholarship reconsidered. Journal of Extension, 29 (4).  
http://www.joe.org/joe/1991winter/tt1.html (accessed 22.05.2006).

Castells, M. (1996) The Rise of the Networked Society. Blackwell Publishing: Oxford.

Centres for Excellence in Teaching and Learning (CETLs).  
http://www.heacademy.ac.uk/ourwork/networks/cetls (accessed 30.07.2009).

Clandinin, D.J., and Connelly, F.M. (2000) Narrative Inquiry: Experience and Story in 
Qualitative Research. San Francisco: Jossey-Bass.

Clark, B.R. (1998) Creating Entrepreneurial Universities: Organizational Pathways of 
Transformation. Oxford: Pergamon.

Clark, B.R. (2000) Collegial entrepreneurialism in proactive universities. Change, 32 (1) 
10-19.

Clark, B.R. (2003) Sustaining Change in Universities: Continuities in Case Studies and 
Concepts. Tertiary Education and Management 9, 99-116.

Clegg, S. (2006) The Problem of Agency in Feminism: A Critical Realist Approach. 
Gender and Education, 18 (3) 309-324.

Clegg, S., Konrad, J., and Tan, J. (2000) Preparing academic staff to use iCTs in support 
of student learning. International Journal of Academic Developers, 5 (2) 138-148.

Clegg, S., Hudson, A., and Steel, J. (2003) The Emperor’s New Clothes: globalization 
and e-learning in higher education. British Journal of Sociology of Education, 24 (1) 
39-53.

Clegg, S., Hudson, A., and Mitchell, A. (2005) The personal created through dialogue: 
enhancing possibilities through the use of new media. ALT-J, Research in Learning 
Technology, 13 (1) 3-15.

CMALT (2005) Certified Membership of the Association for Learning Technology.  
http://www.alt.ac.uk/cmalt.html (accessed 17.01.2006).



  233 

Coakley, J., and Donnelly, P. (1999) (eds.) Inside Sports: Using Sociology to Understand 
Athletics and Sport Experiences. Routledge: London.

Coaldrake, P., and Steadman, L. (1999) Academic Work in the Twenty-first Century: 
Changing Roles and Policies. Canberra: Higher Education Division, Department of 
Education, Training and Youth Affairs.  
http://www.dest.gov.au/sectors/higher_education/publications_resources/profiles/
archives/academic_work_in_the_twenty_first_century.htm (accessed 17.12.2007).

Conole, G., Ingraham, B., and Cook, B. (2003) Learning Technology as a Community 
of Practice? In: ALT-C 2003: Communities of Practice, Sheffield, UK, 8-10 September 
2003. Association for Learning Technology.  
http://eprints.soton.ac.uk/2311/ (accessed abstract only 14.05.2006).

Conole, G. (2004a) E-Learning: The hype and the reality. Journal of Interactive Media in 
Education (Designing and Developing for the Disciplines Special Issue). 

 http://www-jime.open.ac.uk/2004/12/ (accessed 13.06.2006).

Conole, G. (2004b) The Role of Learning Technology Practitioners and Researchers in 
Understanding Networked Learning. Networked Learning Conference 2004. NLC2004/
Proceedings/Symposia/Symposium1 

 http://www.networkedlearningconference.org.uk/past/nlc2004/proceedings/symposia/
symposium1/conole.htm (accessed 13.06.2006).

Conole, G., White, S., and Oliver, M. (2007) The impact of e-learning on organisational 
roles and structures. In: Conole, G. and Oliver, M. (eds.) (2007) Contemporary 
perspectives in E-Learning Research: themes, methods and impact on practice. London: 
Routledge.

Conole, G., and Oliver, M. (eds.) (2007) Contemporary perspectives in E-Learning 
Research: themes, methods and impact on practice. London: Routledge.

Cousin, G., Deepwell, R., Land, R., and Marisa, P. (2004) Theorising Implementation: 
Variation and Commonality in European Approaches to E-Learning. In: S. Banks, 
P. Goodyear, V. Hodgson, C. Jones, V. Lally, D. McConnell, and C. Steeples (eds.) 
(2004) Proceedings of the Fourth International Conference on Networked Learning, 200-
207. Lancaster: Lancaster University and University of Sheffield.  
http://www.networkedlearningconference.org.uk/past/nlc2004/proceedings/symposia/
symposium5/cousin_et_al.htm (accessed 27.11.2006).

Cousin, G. (2004) In: Land, R. (2004) Educational Development. Discourse, Identity and 
Practice. Maidenhead: Open University Press.

Cowen, R. (1996) Performativity, post modernity and the university. Comparative 
Education, 32 (2) 245-258.

Cox, A. (2007) The power and vulnerability of the’new professiona’: Web management in 
UK universities. Program: electronic library and information systems, 41 (2) 148-169.



234

Daniel, J.S. (1996) Mega-universities and Knowledge Media. London: Kogan Page.

Daniel, J.S., Kanwar, A., and Uvalic-Trumbic, S. (2006) A tectonic shift in global higher 
education. Change, 38 (4) 16-23 (accessed 04.08.2006).

David, M. (2003) Personal and Political: Feminisms, Sociology and Family Lives. London: 
Trentham.

David, M., and Woodward, D. (1998) Negotiating the Glass Ceiling: Careers of Senior 
Women in the Academic World. London: The Falmer Press.

Deem, R. (1998) ‘New managerialism’ and higher education: the management of 
performances and cultures in universities in the United Kingdom. International Studies 
in Sociology of Education, 8 (1) 47–70.

Deem, R. (2001) Globalisation, new managerialism, academic capitalism and 
entrepreneurialism in universities: is the local dimension still important? Comparative 
Education, 37 (1) 7-20.

Deem, R. (2003) Gender, organisational cultures and the practices of manger-academics 
in UK universities. Gender, Work and Oganisation, 10 (2) 239-259.

Deem, R. (2004) The knowledge worker, the manager-academic and the contemporary 
UK university: new and old forms of public management? Financial Accountability and 
Management, 20 (2) 107-125.

Deem, R. (2006) Changing Research Perspectives on the Management of Higher 
Education: Can Research Permeate the Activities of Manager-Academics? Higher 
Education Quarterly, 60 (3) 203-228.

de Freitas, S., and Oliver, M. (2005) Does E-Learning Policy Drive Change in Higher 
Education?: A case study relating models of organisational change to e-learning 
implementation. Journal of Higher Education Policy and Management, 27 (1) 81-95.

Department for Education and Skills (DfES) (2003a) Towards a unified e-learning 
strategy. Consultation document. http://www.dfes.gov.uk/consultations/
downloadableDocs/towards%20a%20unified%20e-learning%20strategy.pdf.

Department for Education and Skills (DfES) (2003b) The Future of Higher Education 
(2003), White Paper. http://www.dfes.gov.uk/hegateway/strategy/hestrategy/  
(accessed 10.04.2006).

Diamond, R.M. (2002) Scholarship in the postmodern era, new values, new visions. New 
Directions for Teaching and Learning, 90 (special issue) 73-80.

Dillabough, J-A. (1999) Gender Politics and Conceptions of the Modern Teacher: 
women, identity and professionalism. British Journal of Sociology of Education, 20 (3) 
373-394.



  235 

Dillon, P., Coupland, J., Edwards, T., Hudson, A., and Tearle, P. (1998) Multidisciplinary 
collaboration and the development of multimedia resources: The Images for Teacher 
Education Project. Innovations in Education and Training International, 35 (4) 347-355. 

Dillon, P., Tearle, P., and Hudson, A. (1999) The Images for Education project: 
developing multimedia resources within an integrative educational framework. British 
Journal of Educational Technology, 30 (4) 359-367.

Doulton, A. (1989) Foreword in The Interactive Video in Education Awareness and 
Support Scheme. Final Report. London: NIVC.

Dutch Higher Education and Research Partnership Organization for Network Services 
and Information and Communication Technology (SURF). 

  http://www.surf.nl/en/oversurf/index.php (accessed 23.10.2006).

Economic and Social Research Council (ESRC). http://www.esrcsocietytoday.ac.uk/
ESRCInfoCentre/Images/TLRP%20Secondcall%20FINAL_tcm6-19850.pdf  
(accessed 14.06.2009).

EDEN. European Distance and E- Learning Network. 
 http://www.eden-online.org/eden.php (accessed 13.062006).

EFFECTS Effective Framework for Embedding C and IT using Targeted Support (2003). 
http://www.elt.ac.uk/AboutEFFECTS.htm (accessed 20.06.2006).

Eggins, H., and Macdonald, R. (eds.) (2003) The Scholarship of Academic Development. 
Buckingham: SRHE/Open University Press.

EIT. European Institute of Innovation and Technology (2009). 
 http://eit.europa.eu/ (accessed 30.07.2009). 

eLearning Research Centre (eLRC). http://www.elrc.ac.uk/ (accessed 25.03.2007).

Ellison, N.B., Steinfield, C., and Lampe, C. (2007) The benefits of Facebook ‘friends’: 
Social capital and college students’ use of online social network sites. Journal of 
Computer-Mediated Communication. 12 (4), article 1. 

 http://jcmc.indiana.edu/vol12/issue4/ellison.html (accessed 16.08.2009).

Elton, L. (2000) The UK Research Assessment Exercise: Unintended Consequences. 
Higher Education Quarterly, 54 (3) 274-283.

Elton, L. (2001) Research and Teaching: Conditions for a Positive Link. Teaching in 
Higher Education, 6 (1) 43-56.

Elton, L. (2005) Scholarship and the research and teaching nexus. In: Barnett, R.A., (ed.) 
(2005) Reshaping the University. New Relationships between Research, Scholarship and 
Teaching. Maidenhead: McGraw-Hill.



236

Ely, D. P. (1987) Educational technology research. A status report on classroom 
applications, Educational Media International, June, 74-78.

Ely, D.P., Januszewski, A., and LeBlanc, G. (1988) Trends and Issues in Educational 
Technology. New York: ERIC Clearinghouse on Information Resources, Syracuse 
University. 

Ely, D.P., and Plomp, T. (1986) The promises of educational technology: a reassessment. 
International Review of Education, 32 (3) 231-249, Netherlands: Springer.

Employment Department (1991) Flexible Learning: A Framework for Education and 
Training in the Skills of the Decade.

Engeström, Y., Engeström, R., and Vähäaho, T. (1999) When the centre does not hold: 
the importance of knotworking. In: Chaiklin, S., Hedegaard, M., and Jensen, U.J., 
(eds.) (1999) Activity Theory and Social Practice. Aarhus: Aarhus University Press.

Engeström, Y. (2001) Expansive Learning at Work: towards an activity theoretical 
reconceptualization. Journal of Education and Work, 14 (1) 133-156.

Engeström, Y. (2004) New forms of learning in co-configuration work. Journal of 
Workplace Learning, 16 (1/2) 11-21.

Eraut, M. (1994) Developing Professional Knowledge and Competence. London: Falmer 
Press.

Erixon, P-O. (2002) Understanding the Educational Landscape through the School 
Novel. Educational Studies in Language and Literature, (2) 25-36. 

Etzioni, A. (1969) The Semi-Professionals and their Organization. New York: Free Press

European Credit Transfer and accumulation system (ECTS) (2006).
  http://europa.eu.int/comm/education/programmes/socrates/ects/index_en.html 
 (accessed 16.01.2006).

European Open and Distance Learning Liaison Committee (2004) Distance Learning 
and eLearning in European Policy and Practice: The Vision and the Reality. 

 http://www.odl-liaison.org/pages.php?PN=policy-paper_2004 (accessed 24.07.2009)

European Institute of Technology (EIT, 2007) European Commission, Press Release. 
25 June 2007. http://ec.europa.eu/education/policies/educ/eit/doc/ip0607_en.pdf 
(accessed 14.08.2007).

European Institute for E-Learning (EIfEL). http://www.eife-l.org/ (accessed 13.06.2006).

EvidenceNet (2009). http://www.heacademy.ac.uk/ourwork/research/evidencenet  
(accessed 14.06.2009).



  237 

Fairclough, N. (1995) Critical Discourse Analysis. The Critical Study of Language. London: 
Longman.

Fearn, H. (2009) Off-the-shelf solutions. Times Higher Education (25 June, 2009) p. 37. 
http://www.timeshighereducation.co.uk/story.asp?sectioncode=26&storycode=407096 
(accessed 20.08.2009).

Filmer, P. (1997) Disinterestedness and the Modern University. In: Smith, A. and 
Webster, F. (1997) Postmodern University? Buckingham: Open University Press. 

Fletcher, M. (1987) Some current IAV projects in Europe. CALICO, 5 (2) 65-70.

Flowers Report (1965) A Report of a Joint Working Group on Computers for Research. 
Report of a Working Party for the Universities Grants Committee, UGC 7/635. 
London: HMSO. http://www.chilton-computing.org.uk/acl/literature/manuals/
flowers/foreword.htm (accessed 05.02.2008). 

Follett Report (1993). Joint Funding Council’s Libraries Review Group: Report. Bristol: 
Higher Educations Funding Council for England. 

 http://www.ukoln.ac.uk/services/papers/follett/report/ (accessed 05.02.2008).

Forster, M. (1995) In: Scott-Parker, P. (1995) Forty Years on: Carlisle and County High 
School for Girls. Huddersfield: The Amedeus Press Ltd.

Fraser, K. (2001) Australian academic developers’ conceptions of the profession. 
International Journal of Academic Development, 6: 54-64.

Fraser, K. (ed.) (2005) Educational Development and Leadership in Higher Education. 
London and New York: RoutledgeFalmer.

Further and Higher Education Act (1992). http://www.opsi.gov.uk/ACTS/acts1992/ 
Ukpga_19920013_en_1.htm (accessed 10.10.2006).

Garrison. D. R., and Anderson, T. (2003) E-Learning in the 21st Century: A Framework for 
Research and Practice. London: Routledge.

Gibbons, M. (1998) Higher education relevance in the 21st century. Paper presented at 
UNESCO World Conference on Higher Education, Paris, 5-9 October, 1998. The World 
Bank. http://www.aaen.edu.yu/mainpages/e_biblioteka/5_HE_Soc/5_10_WB_HE_
relevance_21_cent_1998.pdf (accessed 02.10.2006).

Glaser, B.G., and Strauss, A.L. (1967) The Discovery of Grounded Theory: Strategies for 
Qualitative Research. New York: Aldine Publishing Company. 

Gornall, L. (1999) ‘New Professionals’: change and occupational roles in higher 
education. Perspectives. Policy and Practice in Higher Education, 3 (2) 44-49.

Gosling, D. (1996) What Educational Development Units Do? The International Journal 
for Academic Development, 1 (1) 75-83.



238

Gosling, D. (2001) Educational development units in the UK – what are they doing five 
years on? The International Journal for Academic Development, 6 (1) 74-90.

Gosling, D. (2008) Educational development in the United Kingdom. Report for 
the Heads of Educational Development Group (HEDG). Published by Heads of 
Educational Development Group (HEDG). 

 http://www.hedg.ac.uk/documents/HEDG_Report_final.pdf (accessed 22.04.2008).

Gosling, D. (2009) Educational development in the UK: a complex and contradictory 
reality. International Journal for Academic Development, 14 (1) 5-18.

Grant, B., Lee, A., Clegg, S., Manathunga, C., Barrow, M., Kadlbinder, P., Brailsford, I., 
Gosling, D., and Hicks, M. (2009) Why history? Why now? Multiple accounts of the 
emergence of academic development. International Journal for Academic Development, 
14 (1) 83-86.

Gubrium, J.F. and Holstein, J.A. (eds.) (2001) Handbook of Interview Research, Context 
and Method. Thousand Oaks, California: Sage.

Hale Report (1964) University Grants Committee. Report of the Committee on 
University Teaching Methods. London: HMSO.

Hamilton, D., Dahlgren, E., Hult, A., Roos, B., and Söderström, T. (2004) When 
Performance is the product: problems in the analysis of online distance education. 
British Educational Research Journal, 30 (6) 841-854.

Hanna, Donald E. (1998) Higher education in an era of digital competition: emerging 
organisational models. Journal of Asynchronous Learning Networks, 2 (1) 66-95.

Hawkridge, D. (1999) Thirty years on, BJET! and educational technology comes of age. 
British Journal of Educational Technology, 30 (4) 293-304.

Heilbrun, C. (1989) Writing a Women’s Life. London: The Women’s Press.

Henkel, M. (2002) Emerging concepts of academic leadership and their implications 
for intra-institutional roles and relationships in higher education. European Journal of 
Education, 3 (1) 29-41.

Henkel, M (2005) Academic identity and autonomy in a changing policy environment. 
Higher Education, 49 (1-2) 155-176.

Henkel, M. (2007) Shifting Boundaries and the Academic Profession. In: Kogan and 
Teichler (eds.) (2007) Key Challenges to the academic profession. UNESCO Forum on 
Higher Education Research and Knowledge. INCHER-Kassel, Werkstattberichte-65.

Hicks, M. (2005) Academic Developers as change agents: caught in the middle. Refereed 
paper presented at HERDSA conference, Higher education in a changing world 3-7 
July 2005, University of Sydney.



  239 

Hicks, M. (2007) Positioning the Professional Practice of Academic Development: an 
institutional case study. Unpublished EdD. UniSA..

Higher Education Academy (HEA) http://www.heacademy.ac.uk/ (accessed 04.09.2007).

Higher Education Academy (2005) Strategic Plan 2005-2010. Strategic aims and 
objectives. http://www.heacademy.ac.uk/assets/York/documents/resources/web0288_
strategic_plan_2005_2010.pdf (accessed 10.05.2008).

Higher Education Academy (2006) UK Professional Standards for Teaching and 
Supporting Learning in Higher Education. http://www.heacademy.ac.uk/assets/York/
documents/ourwork/professional/ProfessionalStandardsFramework.pdf (accessed 
14.08.2006).

Higher Education Academy (2008a) Change Academy.
 http://www.heacademy.ac.uk/ourwork/institutions/change (accessed 11.06.2009).

Higher Education Academy (2008b) Change Academy. E-Learning Benchmarking + 
Pathfinder Programme 2005-08. An Overview.  
http://elearning.heacademy.ac.uk/weblogs/ea/wpcontent/uploads/2009/03/
bandpglossyfinal_update19mar09.pdf (accessed 11.06.2009).

Higher Education Funding Councils. http://www.hefce.ac.uk/ (accessed 23.10.2006).

Hills, L. (unpublished) Interactive Video in Further Education (IVFE) and Interactive 
Video in Schools (IVIS), Report for National Interactive Video Centre.

Hosie, P. (1986) Realising the potential of interactive video for education. Australian 
Journal of Educational Technology, 2 (2) 110-122.

Huber, M.T., and Hutchings, P. (2005) The Advancement of Learning: Building the 
Teaching Commons. San Francisco: Jossey-Bass.

Hudson, A. (1993) CDI and Interactive Video – A Comparative Study. Sheffield: 
Employment Department.

Hudson, A. (1997) Issues Affecting the Introduction and Implementation of Educational 
Multimedia. MPhil. Sheffield Hallam University.

Hudson, A., and Ottewill, R. (1997) Electronic information resource use: implications 
for teaching and library staff. Association for Learning Technology Journal, 5 (2) 31-44.

Hudson, A., and Owen D. (2000) Using ICT to Develop the European Dimension. In: 
Internationalising the Curriculum in Higher Education: Reflecting on Practice. Sheffield 
Hallam University Press 2000; ISBN 0-86339-93-2.



240

Hudson, A., and Pountney, R. (2004) Developing on-line communities of learning: 
personal goals, roles, relationships and critical incidents, EERA Network 6 Open 
Learning Contexts, Cultural Diversity, Democracy (OPENnet), ECER 2004, European 
Conference on Educational Research, University of Crete, 20-22 September 2004.

Hudson, A., Hudson, B., and Smith, J. (1991) Century Maths: Pattern/Ourselves. Nelson 
Thornes Ltd. 

Hudson, B., Hudson, A., and Steel, J. (2006) Orchestrating interdependence in an 
international online learning community, British Journal of Educational Technology, 37 
(5) 733-748. 

Hudson, A. (ed.); Clegg, S., Bannister, P., Freewood, M., Hanson, J., Parr, S., Steel, J. 
and Wan, S. (2003) New environments: the environment for learning. Chapter in: 
Oyston, E. (ed.) 2003) Centred on Learning. Academic Case Studies on Learning Centre 
Development. Aldershot: Ashgate. 181-203.

Interactive Video and Flexible Learning (IVFL) (1991-92): Learning Technologies Unit, 
Employment Department.

Interactive Video in Schools (IVIS) (1985-87): Department of Trade and Industry.

International Consortium for Educational Development (ICED).  
http://www.osds.uwa.edu.au/about/activities/hosted_sites/iced (accessed 23.10.2006).

International Journal for Academic Development (IJAD).
http://www.tandf.co.uk/journals/routledge/1360144X.html (accessed 02.02.2007).
.
International Society for the Scholarship of Teaching and Learning (ISSOTL). http://

www.issotl.org/ (accessed 23.10.2006).

Jarratt, A. (1985) Report of the Steering Committee for Efficiency Studies in Universities.
 (Committee of Vice Chancellors and Principles).

Jacobs, G. (1993) ALT-J Editorial. Association for Learning Technology Journal, 1 (1)
 2-3.

Joint Information Systems Committee (JISC) (2001) Learning Technology Career 
Development Scoping Study. http://www.jiscinfonet.ac.uk/Resources/external-
resources/LTCDSS/index_html/view (accessed 12.09.2007).

Joint Information Systems Committee (JISC) (2008) Briefing Paper. Exploring Tangible 
Benefits of e-Learning. Does investment yield interest?  
http://www.jiscinfonet.ac.uk/Resources/external-resources/LTCDSS/index_html/view 
(accessed 12.09.2007) (accessed 04.05.2008).

Jonassen, D.H. (1984) The generic disc: realizing the potential of adaptive, interactive 
videodiscs. Educational Technology, 24 (1) 21-24.



  241 

Jones, A (2006) In: views from CMALT holders. CMALT Prospectus. http://www.alt.
ac.uk/cmalt.html (accessed 14.04.2006).

Kallos, D. (1976) The Study of Teaching Methods in Higher Education: Some Lessons 
from Research. Pedagogical Bulletin. Department of Education, University of Lund. 

Kinchin, I.M., Lygo-Baker, S., and Hay, D.B. (2008) Universities as centres of non-
learning. Studies in Higher Education, 33 (1) 89-103.

Kirkwood, A. (1988) Report on the Evaluation of the British Telecom ‘Appraisal and 
Counselling’ Training Package, Institute of Educational Technology. The Open 
University.

Kogan, M. (2000) Higher education communities and academic identity. Higher 
Education Quarterly, 54 (3) 207-216.

Kreber, C. (2005) Charting a critical course on the scholarship of university teaching 
movement. Studies in Higher Education, 30 (4) 389-405.

Land, R. (2001) Agency context and change in academic development. International 
Journal for Academic Development, 6 (1) 4-20.

Land, R. (2004) Educational Development. Discourse, Identity and Practice. Maidenhead: 
Open University Press.

Land, R. (2006) Paradigms Lost: academic practice and exteriorizing technologies. 
E-Learning, 3 (1) 100-110.

Land, R., and Bayne, S. (eds.) (2005) Education in Cyberspace. Abingdon: 
RoutledgeFalmer.

Laurillard, D. (1993) Rethinking University Teaching: A Framework for the Effective Use of 
Educational Technology. London: Routledge.

Laurillard, D. (2002) Rethinking University Teaching: A Framework for the Effective Use of 
Educational Technology, 2nd Edition. London: Routledge.

Lawless, C., and Kirkwood, A. (1976) Training the educational technologist. British 
Journal of Educational Technology, 1 (7) 54-60.

Lawn, M., and Ozga, J. (1981) Teachers, Professionalism and Class. Lewes: Falmer.

Lave, J., and Wenger, E. (1991) Situated Learning: Legitimate Peripheral Participation. 
New York: Cambridge University Press.

LeBaron, J., Pulkkinen, J., and Scollin, P. (2000) Promoting cross-border communication 
in an international web-based graduate course. Interactive Multimedia Electronic Journal 
of Computer-Enhanced Learning, 2 (2).  
http://imej.wfu.edu/articles/2000/2/01/index.asp (accessed 20.11.2005).



242

Lee, A., Manathunga, C., and Kandlbinder, P. (eds.) (2008) Making a Place. An oral 
history of academic development in Australia. Milperra NSW: HERDSA.

Lehtinen, E., Hakkarainen, K., Lipponen, L., Rahikainen, M., and Muukkonen, 
M. (1999) Computer Supported Collaborative Learning: A Review of Research and 
Development. The J.H.G.I. Giesbers Reports on Education, 10. The Netherlands: 
University of Nijmegen, Department of Educational Studies.

Leonardo Da Vinci programmes (1995-1999, 2000-2006) http://www.eu.int/comm/
education/programmes/leonardo/leonardo_en.html (accessed 16.01.2006).

Lessner, E. (2007) The CMALT experience: and individual perspective. http://www.alt.
ac.uk/docs/Ellen_Lessner_CMALT_experience_200711203.pdf (accessed 11.02.2008).

Levin, B. (1998) An epidemic of educational policy: (what) can we learn from each other? 
Comparative Education, 34 (2) 131-141.

Lincoln, Y.S., and Guba, E.G. (1985) Naturalistic Inquiry. Beverly Hills, CA: Sage.

Lyotard, J-F. (1979) The Postmodern Condition: A Report on Knowledge. Manchester: 
Manchester University Press. (1984)  http://www.marxists.org/reference/subject/
philosophy/works/fr/lyotard.htm (accessed 05.09.2007).

Macdonald, R. (2003) Developing a scholarship of academic development: setting the 
context. In: Eggins, H., and Macdonald, R. (eds.) (2003) The Scholarship of Academic 
Development. Buckingham: SRHE/Open University Press.

Macfarlane, B. (2005) Placing Academic Service in Academic Life. In: Barnett, R. A. (ed.) 
(2005) Reshaping the University. New Relationships between Research, Scholarship and 
Teaching. Maidenhead: McGraw-Hill.

Macfarlane, J. (1992) Teaching and learning in an expanding higher education system. 
For: Committee of Scottish University Principles (CSUP).

Maslow, A. (1943) A Theory of Human Motivation. Originally published in: Psychology 
Review. 50, 370-396. http://psychclassics.yorku.ca/Maslow/motivation.htm  
(accessed 25.03.2008). 

McDonald, J., and Stockley, D (2008) Pathways to the Profession of Educational 
Development: an international perspective. International Journal for Academic 
Development, 13 (3) 213-218.

McLuhan, M. (1964) Understanding Media: The Extensions of Man. New York: McGraw 
Hill, reprinted London: Routledge.

McLuhan, M., and Fiore, Q. (1967) The Medium is the Massage. An Inventory of Effects. 
New York: Bantam Books.



  243 

McNaught, C. (2005) Integrating Teaching and Learning Principles with IT 
infrastructure and policy. In: Fraser, K. (ed.) (2005) Educational Development and 
Leadership in Higher Education. London and New York: RoutledgeFalmer.

Moore, M.G., and Kearsley, G. (2005) Distance education: a systems view. 2nd edn. 
Belmont, CA: Wadsworth. 

Naeve, A., Nilsson, M., Palmer, F., and Paulsson, F. (2005) Contributions to a public 
e-learning platform: infrastructure; architecture; frameworks; tools. International 
Journal of Learning Technology, 1 (3) 352-381.

Naidoo, R. (2005) Universities in the Market Place: The Distortion of Teaching and 
Research. In: Barnett, R.A. (ed.) (2005) Reshaping the University. New Relationships 
between Research, Scholarship and Teaching. Maidenhead: McGraw-Hill.

National Committee of Inquiry into Higher Education (NCIHE) (1997).
 http://www.leeds.ac.uk/educol/ncihe/ (accessed 19.09.2007).

National Council for Educational Technology (NCET) (1994) Teaching and Learning 
with Interactive Media. Interactive Video and Associated Technologies in the School 
Curriculum. Report of the Evaluation Study 1992-1994. Coventry: National Council for 
Educational Technology.

National Teaching Fellowship Scheme (2000).
 http://www.heacademy.ac.uk/assets/York/documents/ourwork/professional/NTFS_

celebrating_excellence.pdf (accessed 30.07.2009).

Newman, F., Couturier, L., and Scurry, J. (2004) The Future of Higher Education. 
Rhetoric, Reality, and the Risks of the Market. San Fransico: Jossey-Bass.

Nordkvelle, Y. (2004) Technology and didactics: historical mediations of a relation. 
Journal of Curriculum Studies, 36 (4) 427-444.

Norris, N., Davies, R., and Beattie, C. (1990) Evaluating new technology: the case 
for interactive video in schools (IVIS) programme, British Journal of Educational 
Technology, 21 (2) 84-89.

Oates, S.B. (1991) Biography as History. Waco, Texas: Mankham Press Fund.

O’Day, R. (1986) The Professions in Early Modern England. History Today, 36 (6) 52-55.

Oliver, M. (2002) What do learning technologists do? Innovations in Education and 
Teaching International, 39 (4) 245-252.

Oliver, M. (2003) Community, identity and professionalisation: are learning 
technologists a community of practice? ALT-C Research Proceedings, 2003, 259-272.



244

Oliver, M. (2005) Metada vs educational culture. Roles, power and standardization. 
In: Land, R., and Bayne, S. (eds.) (2005) Education in Cyberspace, 72-87. Abingdon: 
RoutledgeFalmer.

Oliver, M., Sharpe, R., Duggleby, J., Jennings, D., Kay, D. (2004) Accrediting learning 
technologists: a review of the literature, schemes and programmes. Final version (v. 
6), 6 February 2004. http://www.ucl.ac.uk/calt/alt-accreditation/Initial_review.doc 
(accessed 18.11.2005).

Oliver, M., Roberts, G., Beetham, H., Ingraham. B., Dyke, M., and Levy, P. (2007) 
Knowledge, society and perspectives on learning technology. In: Conole, G., and 
Oliver, M. (eds.) (2007) Contemporary perspectives in E-Learning Research: themes, 
methods and impact on practice. London: Routledge.

Orrell, J. (2008) In: Lee, A., Manathunga, C., and Kandlbinder, P. Making a Place. An 
oral history of Academic Development in Australia. Milperra, NSW: HERDSA

Oyston, E. (ed.) (2003) Centred on Learning. Academic Case Studies on Learning Centre 
Development. Aldershot: Ashgate.

Ozga, J. (1995) Deskilling a Profession: Professionalisation, Deprofessionalisation and 
the New Managerialism. In: Busher, H., and Saran, R. (1995) Managing Teachers as 
Professionals in Schools. London: Kogan Page.

Palmer, P. (1998) The Courage to Teach. San Francisco: Jossey-Bass.

Palmer, P. (2005) A Life Lived Whole. Yes. Bainbridge Island: Positive Futures Network
 http://www.yesmagazine.org/article.asp?ID=1166 (accessed 10.04.2006). 

Papert, S. (1980) Mindstorms: children, computers, and powerful ideas. New York: Basic 
Books.

Paulsson, F. (2008) Modularization of the Learning Architecture: Supporting Learning 
Theories by Learning Technologies. Doctoral Thesis. KTH, Numerical Analysis and 
Computer Science, Stockholm. 

Pelletier, C. (2005) New technologies, new identities. In: Land, R., and Bayne, S. 
(eds.) (2005) Education in Cyberspace. Abingdon: RoutledgeFalmer, 11-25.

Peseta, T. (2006) Learning and Becoming in Academic Development: an 
autoethnographic inquiry. Doctoral Thesis. NSW Institute for Education.

Peters, M., and Olssen, M. (2005) ‘Useful Knowledge’: Redefining Reseach and Teaching 
in the Learning Economy. In: Barnett, R.A. (2005) (ed.) Reshaping the University. New 
Relationships between Research, Scholarship and Teaching. Maidenhead. McGraw-Hill.

Piaget, J. (1962) Play, Dreams, and Imitation in Childhood. New York: W.W. Norton & 
Co.



  245 

Polanyi, M. (1966) The Tacit Dimension. Garden City, N.Y.: Doubleday. 

Polanyi, M. (1969) Knowing and Being. Grene, M. (ed.) Chicago: University Chicago 
Press.

Portes, A. (1998) Social Capital: Its Origins and Applications in Modern Sociology. 
Annual Review of Sociology, 24: 1-24.

Poster, M. (2001) What’s the Matter with the Internet? University of Minnesota Press: 
Minnesota.

Prensky, M. (2006) ‘Don’t Bother Me Mom – I’m Learning!’ St Paul, MN: Pargon House.

Prest, W. (ed.) (1987) The Professions in Early Modern England. London: Croom Helm.

Price, S., Oliver, M., Fartunova, M., Jones, C., van der Meij, H., Mjelstad, S., 
Mohammad, F., Nikolov, R., Wake, J., and Wasson B. (2005) Review of the Impact 
of Technology-enhanced Learning on Roles and Practices in Higher Education. 
Kaleidoscope Deliverable 30.2.1.

Quality Assurance Standards in the UK (QAA) (2005). http://www.qaa.ac.uk/  
(accessed 16.01.2006).

Ramsden, P. (1998) Learning to Lead in Higher Education. London: Routledge.

Ramsden, P. (2003) Learning to Teach in Higher Education. 2nd edn. London: Routledge.

Reay, D. (2004) It’s all becoming a habitus’: beyond the habitual use of habitus in 
educational research. British Journal of Sociology of Education, 25 (4) 431-444.

Reed-Danahay, D. (ed.) (1997) Auto/ethnography: Rewriting the self and the social. New 
York: Berg.

Reisz, M. (2008) Diversity Challenge. Times Higher Education. 17.01.2008. http://
www.timeshighereducation.co.uk/story.asp?sectioncode=26&storycode=400160&c=2 
(accessed 23.01.2008).

Research Assessment Exercise (RAE). http://www.rae.ac.uk/ (accessed 25.09.2006).

Review of Higher Education Financing and Policy. Submission number 130 (1997).
 http://www.dest.gov.au/archive/highered/hereview/submissions/submissions/D/

DirAcadDevUnits.htm (accessed 18.01.2008).

Reynolds Report (1986) Academic Standards in Universities, CVCP.

Rhoades, G., and Slaughter, S. (1997) Academic Capitalism, Managed Professionals, and 
Supply-Side Higher Education. Social Text, 51, 9-38. 

 http://www.jstor.org/stable/466645 (accessed 20.08.2009).



246

Robbins (1963) Higher Education. Evidence – Part One, Part Two. Documentary 
Evidence Submitted to the Committee Appointed by the Prime Minister Under The 
Chairmanship of Lord Robbins 1961-1963. Presented to Parliament by Command of 
Her Majesty. October 1963. HMSO.

Robertson (1994) Choosing to change: extending access, choice and mobility in higher 
education. The report of the HEQC CAT development project. London: HEQC.

Rowland, S. (2001) Surface learning about teaching in higher education: the need for 
more critical conversations. International Journal for Academic Development, 6 (2) 162-
167.

 
Rowland, S. (2005) Intellectual love and the link between teaching and research. In: 

Barnett, R. A. (ed.) (2005) Reshaping the University. New Relationships between Research, 
Scholarship and Teaching. Maidenhead: McGraw-Hill.

Roxå, T., and Mårtensson, K. (2005) Educational developers: a strategic community. 
Higher Education Research and Development Society of Australia Conference. 2005, 
447-454. http://conference.herdsa.org.au/2005/pdf/refereed/paper_328.pdf  
(accessed 07.08.2006).

Sandmann, L.R., and Fear, F.A. (2002) Boundary crossing: Contemporary realities 
of ‘the new scholarship’. Extension Committee on Organization and Policy: 
The Extension System: A Vision for the 21st Century Extension, [document]. 
Washington, DC: National Association of State Universities and Land Grant Colleges. 
http://139.78.185.252/documents/boundary_crossing.pdf (accessed 17.03.2006).

Savage, S., and Betts, M. (2005) Boyer reconsidered: priorities for framing academic 
work. Higher Education Academy and Development Society of Australasia Conference, 
2005. http://conference.herdsa.org.au/2005/paper_index.cfm (accessed 18.06.2006).

Schacter, D.L. (1996) Searching for Memory: The Brain, the Mind, and the Past. New York: 
Basic Books.

Schostak, J. (2006) Interviewing and Representation in Qualitative Research. Maidenhead: 
Open University Press.

Shulman, L. (2005) Foreword. In: Huber, M,T., and Hutchings, P. (2005) The 
Advancement of Learning: Building the Teaching Commons. San Francisco: Jossey-Bass.

Schurz, P., and Hudson, A. (1998) Euroland: developing the European dimension 
through a collaborative European cross-curricular project using CD ROM and the 
WWW. In Tele Conference 98: European Conference on Educational Uses of the 
Internet and European Identity Construction. Supported by the Educational Multi-
Media Task Force of the EU. Strasbourg.

Schutz, A. (1964) Collected Papers. II Studies of Social Theory. Brodersen, A. (ed.). The 
Hague: Martinus Nijhoff.



  247 

Schutz, A. (1967) The Phenomenology of the Social World. Evanston, IL: Northwestern 
University Press.

Schön, D (1967) Technology and Change: The New Heraclitus. New York: Pergamon Press.

Schön, D. (1995) The new scholarship requires a new epistemology. [Electronic version] 
Change, 27 (6) 26-31. 

Scott, P. (1995) The Meaning of Mass Higher Education. Bristol: Open University Press.

Scott, P. (2005) Divergence or Concergence? The Links between Teaching and Reseach 
in Mass Higher Education. In: Barnett, R.A. (ed.) (2005) Reshaping the University. New 
Relationships between Research, Scholarship and Teaching. Maidenhead: McGraw-Hill.

Scott-Parker, P. (1995) Forty Years on: Carlisle and County High School for Girls. 
Huddersfield: The Amedeus Press.

Selwyn, N. (1997) The continuing weaknesses of educational computing research. British 
Journal of Educational Technology, 28 (4) 305-307.

Selwyn, N. (2006) High-tec soc-of-ed? Signs of a ‘smart’ sociology of education 
technology. British Journal of Sociology of Education, 27 (3) 417-426.

Shephard, K. (2004) The role of educational developers in the expansion of educational 
technology. International Journal for Academic Development, 9 (1) 67-83.

Shneiderman, B., and Kearsley, G. (1989) Hypertext Hands-On!: An Introduction to a 
New Way Of Organizing and Accessing Information. Reading, MASS: Addison-Wesley 
Publishing Company.

Skinner, B.F. (1955) Teaching Machine. (Patent). International Business Machines 
Corporation. http://www.google.com/patents?hl=en&lr=&vid=USPAT2846779&id=F
fNbAAAAEBAJ&oi=fnd&dq=SKINNER+TEACHING+MACHINE+  
(accessed 05.05.2008).

Slaughter, S., and Rhoades, G. (2004) Academic Capitalism and the New Economy: 
Markets, State and Higher Education. Baltimore: John Hopkins University Press.

Smith, J. (2005) From flowers to palms: 40 years of policy for online learning. ALT-J, 13 
82) 93-108.

Smith, S., and Watson, J. (2001) Reading Autobiography: A Guide to Interpreting Life 
Narratives. Minneapolis: University of Minneapolis Press.

Snoek, M., Swennen, A., and van der Klink, M. (2009) The teacher educator: a neglected 
factor in the contemporary debate on teacher education. TEPE Conference, Umeå 
University, May. 2009.



248

Society for Teaching and Learning in Higher Education (STLHE). 
 http://www.stlhe.ca/en/stlhe/ (accessed 20.08.2009) 

SOCRATES (2000–2006). http://www.eu.int/comm/dgs/education_culture/publ/pdf/
socrates/depl_en.pdf (accessed 16.01.2006).

Staff and Educational Development Association (SEDA). http://www.seda.ac.uk/ 
(accessed 23.10.2006).

Staff and Educational Development Association(SEDA), Professional Development 
Framework 2005 (PDF). 

 http://www.seda.ac.uk/pdf/11%20SEDA%20PDF-Values.htm (accessed 06.02.2007).

Steel, J., and Hudson, A. (2001) Educational technology in learning and teaching: the 
perceptions and experiences of teaching staff. Innovations in Education and Teaching 
International, 38 (2) 103-111.

Straub, R. (2006) Competing in a ‘flat’ world. Innovation and openness for lifelong 
learning. EFMD Forum 2006. 

 http://www.elearningeuropa.info/files/media/media9998.pdf (accessed 11.08.2009).

Superhighways for Education. Consultation Paper on Broadband Communications. 
(1995) London: Department for Education (DfE), HMSO.

Swartz, D. (1997) Culture and Power: the sociology of Pierre Bourdieu. Chicago: University 
of Chicago Press.

Swedish Agency for Networks and Cooperation in Higher Education (NSHU.)
 http://www.nshu.se/ (accessed 02.09.2009).

Swedish Research Council. Research Ethics. http://www.vr.se/mainmenu/researchethics.4.
69f66a93108e85f68d48000116.html (accessed 20.08.2009).

Taylor, L. (2005) Academic development as institutional leadership: an interplay of 
person, role, strategy and institution. International Journal for Academic Development, 
10 (1) 31-46.

Taylor, L. (2009) Educational development practice and scholarship: an evolving 
discourse. International Journal of Academic Development, 14 (1) 1-3.

Taylor, P. (1998) Institutional change in uncertain times: lone ranging is not enough 
Studies in Higher Education, 23: 269-279. 

Teaching and Learning Research Programme (TLRP). http://www.tlrp.org/  
(accessed 16.06.2009)

Teaching and Learning Technology Programme (TLTP 1992-2000).  
http://www.hefce.ac.uk/Learning/tinits/tltp/ (accessed 30.07.2009).



  249 

Teaching Quality Enhancement Fund (HEA). http://www.hefce.ac.uk/Pubs/
rdreports/2005/rd23_05/rd23_05.pdf (accessed 15.05.2008).

Technical and Vocational Education Initiative (TVEI, 1989).
 http://www.archivesnetworkwales.info/cgibin/anw/fulldesc_nofr?inst_id=33andcoll_

id=2364andexpand= (accessed 23.08.2006).

Technology Enhanced Learning (TEL). http://www.tlrp.org/tel/themes/  
(accessed 16.06.2009).

Todorov, T. (1984) Major options. In: Mikhail Bakhtin, the dialogical principle. Theory 
and history of literature. 13 29-59 Manchester: Manchester University Press.

Townsend, L., and Weiner, G. (2009-10 forthcoming) Deconstructing and Reconstructing 
Lives: Autobiography in Educational Settings, London, Ontario, Canada: Althouse Press.

Trigwell, K., Martin, E., Benjamin, J., and Prosser, M. (2000) Scholarship of teaching: a 
model. Higher Education Research and Development, 19 (2) 2000.

Trow, M. (1993) Managerialism and the Academic Profession: the case of England. 
Stockholm: Council for Studies in Higher Education.

Trowler, P. (1998) Academics Responding to Change: New Higher Education Frameworks 
and Cultures, Buckingham: Open University Press. 

Trowler, P. (2004) Policy and change: academic development units and the Bologna 
Declaration. International Journal for Academic Development, 9 (2) 195-200.

Tuomi-Gröhn, T., and Engeström, Y. (eds.) (2003) Between School and Work: New 
Perspectives on Transfer and Boundary Crossing. Oxford: Pergamon.

Usher, R. (2006) Lyotard’s performance. Studies in Philosophy and Education, 25 (4) 279-
288.

Weiner, G. (1996a) Which of us has a brilliant career? Notes from a higher education 
survivor. 58-68. In: Cuthbert, R. (ed.) (1996) Working in Higher Education. 
Buckingham: SRHE/Open University Press.

Weiner G. (1996b) Disrupting autobiographical narratives: method interpretation and 
the role of gender. http://www.educ.umu.se/~gaby/autobiography.html  
(accessed 06.09.2006).

Weiner, G. (2002) Uniquely Similar or Similarly Unique? Education and development of 
teachers in Europe, Teacher Education, 13 (3) 273-288.

Wenger, E. (1998a) Communities of Practice: Learning Meaning and Identity. Cambridge: 
Cambridge University Press.



250

Wenger, E. (1998b) Communities of Practice: Learning as a Social System. Systems 
Thinker, June 1998. http://www.ewenger.com/pub/pub_systems_thinker_wrd.doc 
(accessed 16.09.2007).

Wenger, E. (2000) Communities of practice and social learning systems. Organisation, 7 
(2) 225-246.

Wiley, D.A. (2000) Connecting learning objects to instructional design theory: A 
definition, a metaphor, and a taxonomy. In: Wiley, D. A. (ed.) (2000) The Instructional 
Use of Learning Objects: Online Version. http://reusability.org/read/chapters/wiley.doc 
(accessed 11.01.2006).

Williams, R. (2004) Context, content and commodities e-learning objects. Electronic 
Journal of e-Learning, 2 (2) 305-312.

Zabusky, S.E. (1997) Computers, Clients, and Expertise: Negotiating Technical Identities 
in a Nontechnical World. In: Barley, S., and Orr, J. (eds.) Between Craft and Science.
Technical Work in US Settings: 129-153. New York: Cornell University Press.



  251 

Bibliography
Anderson, T. (2004) Toward a Theory of Online Learning. Chapter 2, 33-60. In: Theory 

and Practice of on-line learning. Athabasca University. Creative Commons. http://cde.
athabascau.ca/online_book/ch2.html (accessed 13.02.2007).

Askling, B., Bauer, M., and Marton, S. (1999) Swedish universities towards self-
regulation: a new look at institutional autonomy. Tertiary Education and Management, 
5 (2) 175-195.

Askling, B. (2001) Higher education and academic staff in a period of policy and system 
change. Higher Education, 41: 157-181.

Badley, G. (1998) Making a case for educational development units in times of drift and 
shift. Quality Assurance in Education, 6: 64-73.

Barnett, R. (1992) Improving Higher Education. Buckingham: SRHE/Open University 
Press.

Bassey, M. (2001) A solution to the problem of generalisation in educational research: 
fuzzy prediction. Oxford Review of Education, 27 (1) 5-22.

Baty, P. (2006) Post-92s leap up the TQA table as ‘bias’ is removed. Times Highger 
Education. 17 November 2006. http://www.timeshighereducation.co.uk/ 
story.asp?sectioncode=26&storycode=206756 (accessed 02.04.2008). 

Beaty, L., and Cousin, G. (2003) An Action-research Approach to Strategic 
Development: A Case Study. In: Eggins, H., and Macdonald, R. (eds) The Scholarship 
of Academic Development. Buckingham: SRHE/Open University Press.

Becher, T. (1981) Towards a definition of disciplinary cultures. Studies in Higher 
Education, 6 (2) 109-122.

Becher, T. (1994) Governments and Professional Education. Bristol: SRHE/Open 
University Press.

Becker, B.E., and Gerhart, B. (1996) The impact of human resources management on 
organizational performance: progress and prospects. Academy of Management Journal, 
39 (4) 779-801.

Beetham, H. (2005) e-Learning research: emerging issues? ALT-J, 13 (1) 81-89.

Bernstein, B. (1996) Pedagogy, Symbolic Control and Identity: theory, research and critique. 
London: Collier Macmillan.

Bernstein, B. (1999) ‘Pedagogy, Identity and Construction of a Theory of Symbolic 
Control’: Basil Bernstein questioned by Joseph Solomon. British Journal of Sociology of 
Education, 20 (2) 265-279.



252

Boud, D. (1995) Meeting the Challenges. In Brew, A. (ed.) Directions in Staff 
Development. Buckingham: SRHE/Open University Press, 203-213.

Boud, D., and Feletti, G. (1991) (eds) The Challenge of Problem Based Learning. New 
York: St. Martin’s Press. 

Bourdieu, P. (1977) Outline of a Theory of Practice (trans. R. Nice), Cambridge: 
Cambridge University Press.

Braun, D., and Merrien, F.-X. (1999) (eds) Towards a New Model of Governance for 
Universities? A Comparative View. London/Philadelphia: Jessica Kingsley. 

Brew, A. (2002) Research and the academic developer: a new agenda. International 
Journal for Academic Development, 7 (2) 112-122.

Burbules, N.C. (2001) Paradoxes of the Web: The Ethical Dimensions of Credibility. 
Library Trends, 49 (3) 441-453.

Candy, P. (1996) Promoting lifelong learning: Academic developers and the university as 
a learning organization. International Journal for Educational Development, 1 (1) 7-18. 

Candy, C.P. (2004) Linking thinking. Self-directed learning in the digital age. 
Department of Education, Science and Training. Australian Government. 

 http://www.dest.gov.au/sectors/training_skills/publications_resources/profiles/linking_
thinking.htm (accessed 14.09.2007).

Carnegie Foundation for the Advancement of Teaching
  http://www.carnegiefoundation.org/ (accessed 02.09.2009).

Carr, W., and Kemmis, S. (1986) Becoming Critical. Education, knowledge and action 
research, Lewes: Falmer.

Centre for Educational Technology Standards (CETIS, 2005).
 http://www.cetis.ac.uk/static/standards.html (accessed 16.01.2006).

Cervero, R. (2001) Continuing professional education in transition, 1981-2000. 
International Journal of Lifelong Education, 20: 16–30.

Chesbrough, H.W., (2003) Open Innovation: The New Imperative for Creating and 
Profiting from technology. Boston: Harvard Business School Press.

Clark, B.R. (1983) The Higher Education System: Academic Organisational in Cross-
National Perspective. Berkeley: University of California Press.

Clarke, C. (2003) Clarke questions study as ‘adornment’. BBC News: Education. 9 May 
2003. http://news.bbc.co.uk/1/hi/education/3014423.stm (accessed 23.01.2008).

Claxton, G.L. (1997) Hare Brain, Tortoise Mind: Why Intelligence Increases When You 
Think Less. London: Fourth Estate.



  253 

Clegg, S. (2001) Is Computing Really for Women? A Critical Realist Analysis Approach 
to Gender Issues in Computing, In: Lopez, J., and Potter, G. (eds.) (2001) An 
Introduction to Critical Realism. London, Althone Press, 169-177.

Clegg, S. (2001) Theorising the Machine: gender, education and computing. Gender and 
Education, 13 (3) 307-324.

Clegg, S. (2006) Review of education in cyberspace. (Land, R., and Bayne, S. (eds.) 
(2005) Abingdon: Routledge Falmer). In: Teaching in Higher Education, 11 (1) 114-
119.

Clegg, S., and Steel, J. (2002) Flexibility as myth? New technologies and post-fordism 
in higher education. Proceedings of the Networked Learning Conference, Lancaster and 
Sheffield Universities.

Cohen, D.K. (1987) Education technology, policy and practice. Educational Evaluation 
and Policy Analysis, 9 (2) 153-170.

Communication from the Commission to the Council and the European Parliament 
(2006). Delivering on the modernisation agenda for universities: education, research 
and innovation. http://ec.europa.eu/education/policies/2010/doc/comuniv2006_
en.pdf (accessed 22.05.2008).

Conole, G., Carusi, A., and De Laat, M. (2005) Learning from the UKeU experience. 
The e-Learning Research Centre.

  http://www.elrc.ac.uk/download/publications/ICEpaper.pdf (accessed 18.11.2005).

Council for the Renewal of Higher Education in Sweden.
  http://www.hgur.se/index_eng.htm (accessed 23.10.2006).

Cousin, G. (2005) Learning from Cyberspace. In: Land, R. and Bayne, S. (eds.) 
Education in Cyberspace. London: RoutledgeFalmer.

Cuban, L. (1986) Teachers and Machines: The Classroom Use of Technology Since 1920. 
New York: Teachers College Press.

Daniel, J. (1988) Knowledge Media for Mega-Universities: Scaling Up New Technology 
at The Open University. Shanghai Open and Distance Education Symposium.

 http://www.open.ac.uk/johndanielspeeches/chinatlk.html (accessed 20.03.2006).

Delanty, G. (2001) Challenging Knowledge. The University in the Knowledge Society. 
Buckingham: Open University Press.

Denzin, N.K., and Lincoln, Y.S. (eds.) (2003) Strategies of Qualitative Inquiry. 2nd edn. 
Thousand Oaks, CA: Sage.

Department for Education and Skills (DfES) The e-strategy.  
http://www.dfes.gov.uk/publications/e-strategy/ (accessed 22.05.2008).



254

Department for Education and Skills. (DfES) Reform of higher education research 
assessment and funding. http://www.dfes.gov.uk/consultations/ (accessed 27.06. 2006).

Dewey, J. (1916) Democracy and Education. New York: The Free Press.

Dillon, P. (1989) Interactive video – do we need it in education? Interactive Showcase 
International, 1: 12-14.

Dillon, P. (2004) Trajectories and tensions in the theory of information and 
communication technology in education. British Journal of Education Studies, 52 (2) 
138-152.

Downes, S. (2005) E-learning 2.0. eLearn. 2005 (10) Association for Computing 
Machinery Inc. http://elearnmag.org/subpage.cfm?section=articles&article=29-1 

 (accessed 03.09.2007).

Dunkels, E. (2002) Net Cultures. In: I Buchberger, F. (ed.) @-Learning in Higher 
Education. Linz: Universitätsverlag.

Elton, L. (1995) An Institutional Framework. In Brew, A. (ed.), Directions in Staff 
Development, Buckingham: SRHE/Open University Press, 177-188.

Ely, D.P. (1983) The definition of educational technology: an emerging stability. 
Educational Considerations, 2: 2-4.

Ely, D.P. (1990) Conditions that facilitate the implementation of educational technology 
innovations. Journal of Research on Computing in Education, 23 (2) 298-305.

Ely, D.P., and Plomp, T. (1989) The promises of educational technology: a reassessment. 
Computers in the Human Context: Information Technology, Productivity, and People, 248-
261. Cambridge, MA: MIT Press.

eMM (‘e-learning Maturity Model’).
  http://www.utdc.vuw.ac.nz/research/emm/VersionTwo.shtml (accessed 22.05.2008)

Engeström, Y. (2000) Activity theory as a framework for analyzing and redesigning work. 
Ergonomics, 43 (7) 960-974.

Engeström, Y., Engeström, R., and Vähäao, T. (1999) Co-configuration requires flexible 
‘knotworking’ in which no single actor has the sole, fixed authority – the centre 
does not hold. PowerPoint. http://communication.ucsd.edu/people/Yrjo_Oxford/
Oxford%20Presentation.htm (accessed 27.09.2006).

EQUEL ‘e-quality in e-learning’. http://equel.net/ (accessed 22.05.2008).

EQUEL (2004) Implementing E-Learning at the institutional level. position paper 
Special Interest Group 1. Lancaster University.

   http://equel.net/mod/resource/view.php?id=156 (accessed 11.01.2006).



  255 

Eraut, M. (1985) Knowledge Creation and Knowledge Use in Professional Contexts. 
Studies in Higher Education, 10 (2) 117-133.

Eraut, M. (2000) Non-formal learning and tacit knowledge in professional work. British 
Journal of Educational Psychology, 70: 113-136.

Ertmer, P. (1999) Addressing first- and second-order barriers to change: strategies for 
technology implementation. Educational Technology Research and Development, 47(4), 
47-61.

Erzberger, C., and Prein, G. (1997) Triangulation: Validity and empirically-based 
hypothesis construction. Quality and Quantity, 31 (2)141-154.

Evans, A.D. (1986) Interactive video research: past studies and directions for future 
research. International Journal for Instructional Media, 13 (4).

Fairclough, N. (2000) New Labour, New Language. London: Routledge.

Fairclough, N. (2003) Analyzing Discourse: Textual analysis for Social Research. London: 
Routledge.

Foresight (2000) Information relationships report. Information Communications and 
Media Panel. The Learning Process in 2020 Task Force. http://www.foresight.gov.uk/
previous_rounds/foresight_1999__2002/information_communications_and_media/
reports/information%20relationships%20report/Index.html (accessed 18.09.2006).

Fullan, M. (1993) Change Forces: Probing the Depths of Educational Reform. London: 
Falmer Press.

Fullan, M. (1993) Why Teachers Must Become Change Agents. Educational Leadership, 
50 (6) 1-13.

Fullan, M. (2001) Leading in a Culture of Change. San Francisco: Jossey Bass.

Fullan, M. (2003) Change Forces with a Vengeance. London: Routledge Falmer.

Fullan, M., and Hargreaves, A. (1992) What’s Worth Fighting for in Your School? 
Buckingham: Open University Press.

Fullan, M., and Smith, G. (1999) Technology and the problem of change http://www.
michaelfullan.ca/Articles_98-99/12_99.pdf (accessed 08.06.2006).

Fullan, M., and Barber, M. (2005) Tri-Level Development. It’s the System. Prime Minister’s 
Delivery Unit, Britain. http://home.oise.utoronto.ca/~changeforces/Articles_05/ 
Tri-Level%20Dev%27t.htm (accessed 17.01.2006).

Grix, J. (2002) Introducing Students to the Generic Terminology of Social Research. 
Politics, 22 (3) 175-186.



256

Gorard, S., and Taylor, C. (2004) Combining Methods in Educational and Social Research. 
London: Open University Press.

Gornitzka, Å., Kogan, M., and Amaral, A (2005) (eds.) Reform and Change in Higher 
Education. Dordrecht: Springer.

Hammersley, M. (2001) On Michael Bassey’s concept of the fuzzy generalisation. Oxford 
Review of Education, 27 (2) 219-225.

Hargreaves, A. (1994) Changing Teachers, Changing Times. Teachers’ Work and Culture in 
the Postmodern Age. London: Cassell.

Hargreaves, A. (2000) Four Ages of Professionalism and Professional Learning. Teachers 
and Teaching: History and Practice, 6 (2) 151-182.

Hargreaves, A. (2003) Teaching in the Knowledge Society. Education in the Age of Insecurity. 
New York: Teachers College Press.

Harland, A., and Staniforth, D. (2003) Academic development as academic work. 
International Journal for Academic Development, 8 (1/2) 25-35.

Heidegger, M. (1993) Being and time. In: Krell, D.F. (1993) Basic Writings: Martin 
Heidegger. London: Routledge.

Henkel, M., and Vabo, A. (2000) Academic Identities. In: Kogan, M., Bauer, M., 
Bleiklie, I., and Henkel, M. (2000) Transforming Higher Education: A Comparative 
Study. London: Jessica Kingsley.

Hicks, M. (2005) Academic developers as change agents: caught in the middle. HERDSA 
Conference Higher education in a Changing World 3-7 July 2005, University of Sydney. 
http://conference.herdsa.org.au/2005/pdf/refereed/paper_315.pdf  
(accessed 18.11.2005).

Higher Education Academy. A guide for Learning Technologists – e-Learning Series 
No.4. http://www.heacademy.ac.uk/resources.asp?process=full_recordandsection= 
genericandid=324 (accessed 13.06.2006).

Higher Education Funding Council for England. (HEFCE) Strategy for e-learning.
  http://www.hefce.ac.uk/pubs/hefce/2005/05_12/ (accessed 16.06.2006).

Hudson, B. (1999) A social perspective on learning in the context of computer mediated 
communication in education. Journal of Information Technology in Teacher Education, 8, 
(3) 349–360.

Husserl, E. (1970) The Crisis of European Sciences and Transcendental Phenomenology: 
An Introduction to Phenomenological Philosophy. Trans. with intro. D. Carr. Evanston: 
Northwestern University Press.



  257 

Jenkins, A., Breen, R., Lindsay, R., and Brew, A. (2003) Reshaping Teaching in Higher 
Education: Linking Teaching and Research. London : Kogan Page.

Kellner, D. (2000) New technologies/new literacies: reconstructing education for the new 
millennium. Teaching Education, 11: 245-65.

Kember, D. (2000) Action learning and action research: improving the quality of teaching 
and learning. London: Kogan Page.

 
Kerosuo, H., and Engeström, Y. (2003) Boundary crossing and learning in creation of 

new work practices. Journal of Workplace Learning, 15 (7/8) 345-351.

Kolb, D.A., Rubin, I.M., and McIntyre J.M. (1976) Organizational Psychology New 
Jersey: Prentice-Hall.

Kreber, C., and Cranton, P.A. (2000) Exploring the Scholarship of Teaching. The Journal 
of Higher Education, 71 (4) 476-495.

Kreber, C. (2002) Teaching Excellence, Teaching Expertise, and the Scholarship of 
Teaching. Innovative Higher Education, 27 (1) 5-23.

Krell, D.F. (1993) Basic Writings: Martin Heidegger. London: Routledge.

Land, R. (2000) Orientations to educational development. Educational Developments, 1, 
19-23.

Larson, M.S. (1977) The Rise of Professionalism. A Sociological Analysis. London: 
University of California Press.

Laurillard, D. (1995) Multimedia and the changing experience of the learner British 
Journal of Educational Technology, 26 (3) 179-189.

Leadership for Higher Education. http://www.lfhe.ac.uk/about/ (accessed 11.06.2009).

Lisewski, B., and Joyce, P. (2003) Examining the five-stage e-moderating model: designed 
and emergent practice in the learning technology profession. ALT-J, 11 (1) 55-66.

LTSN. Generic learning and teaching support network (2003) A Guide for Learning 
Technologists. Higher Education Academy. 

Mahieu, R. (2006) Agents of Change and Policies of Scale. A policy study of 
Entrepreneurship and Enterprise in Education. PhD: Umeå University.

Malcolm, J., and Zucas, M. (2001) Bridging pedagogic gaps: conceptual discontinuities 
in higher education. Teaching in Higher Education, 6 (1) 33-42.

Marchington, M., and Grugulis, I. (2000) ‘Best practice’ human resource management: 
perfect opportunity or dangerous illusion? Journal of Human Resource Management, 11 
(6) 1104-1124.



258

Marvin, C. (1988) When old technologies were new: thinking about electronic 
communication in the late nineteenth century. New York: Oxford University Press.

Massive Multiplayer On-line Games (MMOGs). 
 http://www.mmogchart.com/ (accessed 21.08.2006).

Monbiot, G. (2000) Captive State. The Corporate Takeover of Britain. London: Macmillan.

Morley, L., and Walsh, V. (1996) Breaking Boundaries: Women in Higher Education. 
Bristol: Taylor and Francis.

Nicholls, G. (2004) Scholarship in teaching as a core professional value: what does this 
mean to the academic? Teaching in Higher Education, 9 (1) 29-42.

Observatory Report (2006) The rush to reform? Competitive anxieties about knowledge-
based exconomies urge higher education change in Europe and the US. The 
Observatory on borderless higher education 16th October 2006.

  http://www.obhe.ac.uk/news/ (accessed 17.10.2006).

Organisation for Economic Cooperation and Development (OECD) (1974) The 
educational situation in OECD countries. A Review of Trends and Priority Issues for 
Policy. Paris: OECD. 

Paulsson, F., and Naeve, A. (2003) Standardized Content Archive Management – SCAM 
Storing and Distributing Learning Resources. IEEE Learning Technology newsletter . 5 
(1) 40-42. http://cid.nada.kth.se/pdf/CID-214.pdf (accessed 22.05.2008).

Poster, M. (1995) The Second Media Age. Oxford: Blackwell Publishers Ltd.

Prensky, M. (2001) Digital natives, digital immigrants. On the Horizon. NCB University 
Press. 9 (5).

Readings, B. (1996) The University in Ruins. Cambridge, MA: Harvard University Press. 

Reed-Danahay, D. (2005) Locating Bourdieu. Bloomington: Indiana University Press

Roberts, J., and Dietrich, M. (1999) Conceptualizing Professionalism: Why Economics 
Needs Sociology. The American Journal of Economics and Sociology. October 1999. 
http://findarticles.com/p/articles/mi_m0254/is_4_58/ai_58496769 

 (accessed 14.10.2007). 

Rowland, S. (2003) Academic development: a practical or theoretical business? In: 
Eggins, H., and Macdonald, R. (eds.) The Scholarship of Academic Development. 
Buckingham: SRHE/Open University Press.

Salmon, G. (1999) Reclaiming the Territory for the Natives. Online Learning. http://
www.atimod.com/research/presentations/London99.doc (accessed 22.05.2008).



  259 

Schutz, A., and Parsons, T. (1978) The Theory of Social Action: The Correspondance of 
Alfred Schutz and Tacott Parsons. R. Grathoff (ed.). Bloomington: Indiana University 
Press.

Schön, D. (1983) The Reflective Practitioner. London: Temple Smith.

Schön, D. (1987) Educating the Reflective Practitioner. San Francisco: Jossey-Bass.

Schön, D. (1991) The Reflective Practitioner: How Professionals Think in Action. Aldershot: 
Avebury.

Select Committee on Education and Skills, Third Report. (2005)  
http://www.publications.parliament.uk/pa/cm200405/cmselect/cmeduski/205/20510.
htm (accessed 19.01.2006).

Shulman, L. (1989) Teaching alone learning together: needed agendas for the new 
reforms. A paper prepared for the conference on Restructuring Schooling for Quality 
Education, Trinity University, San Antonio, TX. In: Hargreaves, A. (1994) Changing 
Teachers, Changing Times. Teachers’ Work and Culture in the Postmodern Age. London: 
Cassell.

Shulman, L. (2002) Making differences: a table of learning. Change, 34 (6) 36-44. 

Slaughter, S. (1990) The Higher Learning and High Technology: Dynamics of Higher 
Education Policy Formation. Albany: New York Press.

Smith, A., and Webster, F. (1997) Postmodern University? Buckingham: Open University 
Press.

Smith, B. (2005) The role of national UK organisations in enhancing the quality of 
teaching and learning In: Frazer, K. (2005) Education Development and Leadership 
in Higher Education. Developing an effective institutional strategy. London: 
RoutledgeFalmer.

Smith, J., and Oliver, M. (2000) Academic development: a framework for embedding 
learning technology. International Journal for Academic Development, 5 (2) 129-137.

Smyth, J. (1995) Academic Work. Buckingham: Open University Press.

Smyth, J. (1996) Developing Socially Critical Educators. In: Boud, D., and Miller, N. 
(1997) Working with Experience: Animating Learning. London: Routledge.

Taylor, K.L. and Schönwetter, D.J. (2002) Faculty Development as Institutional 
Leadership: A Framework for Meeting New Challenges 2002 HERDSA Conference, 
Australia. July 2002. 647-654.

Taylor, T.L. (2006) Play Between Worlds: Exploring Online Game Culture. Cambridge. 
MA: MIT Press.



260

Times Higher Education (17 November 2006).
 http://www.thes.co.uk/current_edition/story.aspx?story_id=2034043 

(accessed27.02.2007).

Times Higher Education (2006) World university rankings 2006.  
http://www.thes.co.uk/worldrankings/ (accessed 17.10.2006).

Trigwell, K., and Shale, S. (2004) Student learning and the scholarship of university 
teaching. Studies in Higher Education, 29 (4) 532-536.

Trowler, P. (2002) (ed.) Higher Education Policy and Institutional Change. Intentions and 
Outcomes in Turbulent Environments. Buckingham: SRHE/Open University Press.

Trowler, P., Fanghanel, J., and Wareham, T. (2005) Freeing the chi of change: the Higher 
Education Academy and enhancing teaching and learning in higher education. Studies 
in Higher Education, 30 (4) 427-444.

Tysome, T. (2006) Young guns ditch old values. Times Higher Education. (18 December 
2006). http://www.thes.co.uk/search/story.aspx?story_id=2034512  
(accessed 25.01.2007).

Tysome, T. (2007) Creativity Campaign to Attack Red Tape. Times Higher Education (12 
January 2007). http://www.thes.co.uk/search/story.aspx?story_id=2034796  
(accessed 25.01.2007).

Vygotsky, L. (1962) Thought and Language. Cambridge, MASS: MIT Press.

Vygotsky, L.S. (1978). Mind and society: The development of higher mental processes. 
Cambridge, MA: Harvard University Press.

Weiner, G. (1994) Feminisms in Education. Milton Keynes: Open University Press.

Weiner, G. (1996a), ‘Biography, subject and the construction of self: the illuminating case 
of Harriet Martineau’, Vitae Scholasticae, 14 (2) 37-48.

Wenger, E., and Snyder, W. (2000a) Communities of practice: The organisational 
frontier. Harvard Business Review, 0017-8012, 78 (1) 139.

Wenger, E. (2005b) Learning, Technology and Community: A Journey of the Self. Posted by 
Stephen Downes. ALT-C. Manchester 2005. 

 http://www.downes.ca/cgi-bin/page.cgi?post=21457 (accessed 18.05.2006).

Wolf, F.M. (1986) Meta-Analysis: Quantitative Methods for Research Synthesis. California: 
Sage Publications.

Young, J.I., and Schlieve, P.L. (1984) Videodisc simulation: Training for the future. 
Educational Technology, April, 41-42. 



  261 

Zahorski, K.J. (2002) (ed.) Scholarship in the postmodern era: New venues, new values, 
new visions. New Directions for Teaching and Learning, 90: 1-4. 

Zipin, L., and Brennan, M. (2003) The suppression of ethical dispositions through 
managerial governmentality: a habitus crisis in Australian higher education. 
International Journal of Leadership in Education, 6 (4) 351-370.



262

Appendix I 
List of texts used in analysis of practice 

Educational development
1. Fraser, K. (2001) Australasian academic developers’ conceptions of the profession. 

International Journal of Academic Development, 6 (pp. 54–64). Discussion paper based 
on a survey of 71 professionals working in the field of academic/educational/teaching 
development. The analysis of texts for this thesis draws on the conclusion and ‘concep-
tualisation’ of roles (pp. 61-63).

2. Gosling, D. (2001) Educational development units in the UK – what are they doing 
five years on? International Journal for Academic Development, 6 (1) 79–90.

 Paper based on the responses of 53 heads of educational development units to a ques-
tionnaire. Similar surveys were carried out in 1995 and 2006 (see also 8 below). The 
analysis for this thesis draws on 31 ‘remits’ of educational development units (p. 82).

3. Land, R. (2001/2004) Agency context and change in academic development. Interna-
tional Journal for Academic Development 6 (1) 4–20 and Land, R. (2004) Educational 
Development: Discourse, Identity and Practice. Maidenhead: Open University Press. 
Paper and book draw on the results of a two year empirical study with ‘practicing aca-
demic developers’ on change and different ‘orientations associated with their work. The 
analysis for this thesis draws on the 12 ‘orientations’ to ‘academic development’ (2001, 
p. 6; 2004, p. 12-116).

4. Bath, D., and Smith, C. (2004) Academic developers: An academic tribe claiming their 
territory in higher education. International Journal for Academic Development, 9 (1) 
9–27. Review and exploration of the current debate regarding the work of academic 
developers, drawing on other empirical studies. The analysis for this thesis draws on the 
‘roles’ of academic developers (Table, p. 19).

5. Taylor, K.L. (2005) Academic development as institutional leadership: An interplay of 
person, role, strategy and institution. International Journal for Academic Development, 
10 (1) 31–46. Paper based on an empirical study exploring the leadership experiences 
of 23 academic development specialists in 17 Australian universities. The analysis for 
this thesis draws on the personal ‘characteristics’ of academic development roles.

6/7. SEDA (2005) Staff and Educational Development Association – Professional Devel-
opment Framework. The analysis for this thesis draws on the ‘specialist outcomes’ of 
the two awards: 

 (6) Leading Staff and Educational Development 
 (7) Leading and Developing Academic Practice. 

8. Gosling, D. (2008) Educational development in the United Kingdom. Report for the 
Heads of Educational Development Group (HEDG). Published by Heads of Educational 
Development Group (HEDG). Survey of 43 institutions – see also Gosling (2001) 
(Paper 2). The analysis for this thesis draws on the ‘responsibilities’ of educational 
development units. http://www.hedg.ac.uk/documents/HEDG_Report_final.pdf  
(accessed 22.04.2008).
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Learning technology
1. Beetham, H., Jones, S., and Gornall, L. (2001) Career Development of Learning 

Technology Staff: Scoping Study, a final report for the JISC JCALT. Bristol: University of 
Plymouth, University of Bristol. http://www.jisc.ac.uk/media/documents/programmes/
jos/cdss_final_report_v8.pdf (accessed 12.11.2005). Policy report on the roles and 
functions of UK HE staff involved in the development of learning and teaching 
through the use of communication and information technologies, for the Joint Infor-
mation Systems Committee. The study is based on a role analysis and audit and in 
depth interviews. The analysis for this thesis draws on role analysis (pp. 28-31) 

2. Oliver, M. (2002) What do learning technologists do? Innovations in Education and 
Teaching International, 39 (4) 245–252. Research study carried out for the Staff and 
Educational Development Association into the identity and practices of learning 
Technologists. The study includes ‘an overview of research’. The analysis for this thesis 
draws on the ‘characteristics of practice’ (p. 251).

3. EFFECTS (2003) Effective Framework for Embedding C and IT using Targeted  
Support http://www.elt.ac.uk/AboutEFFECTS.htm (accessed 20.06.2006).

 Generic framework for accrediting professional development in C&IT. The original 
project ran from 1998 to 2001 and included an audit of 25 UK HE institutions with 
the aim ‘to investigate the benefits of structured programmes to support staff through 
the process of embedding learning technologies into their teaching’. The analysis for 
this thesis draws on the set of six learning outcomes designed to support professional 
development in embedding learning technology (p. 2). 

4. Oliver, M., Sharpe, R., Duggleby, J., Jennings, D. and Kay, D. (2004) Accrediting 
learning technologists: a review of the literature, schemes and programmes.  
http://www.ucl.ac.uk/calt/alt-accreditation/Initial_review.doc (accessed 18.11.2005). 
The analysis for this thesis draws on the draft job descriptions for learning technolo-
gists (Appendix I, 10.3, pp. 46-47).

5. CMALT (2005) Certified Membership of the Association for Learning Technology. 
http://www.alt.ac.uk/cmalt.html (accessed 17.01.2006). Scheme to accredit learning 
technologists developed in collaboration with HE, FE, and industry bodies’. The analy-
sis of texts in this thesis draws on: core areas of work; specialist options;  
principles and values.

6/7. SEDA (2005) Staff and Educational Development Association – Professional 
Development Framework. The analysis of texts in this thesis draws on the specialist 
outcomes for:

 (6) Embedding Learning Technologies 
 (7) eXploring Learning Technologies.

N.B. See also footnote 145 (p. 149)
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Appendix II
Working Documents:
Analysis of academic practice and emerging themes

Working document: Educational development practices 
Framework of scholarship, 
teaching and change

Frazer 2001
Conceptions of the role

Gosling 2001
Study of UK Educational Development Units

Land 2001
Practices of academic 
developers ‘orientations’

Research Carry out and encourage research into teaching and 
learning

Researcher

Knowledge acquisi-
tion,  understanding and 
 application

Assist others and engaging 
in reflection, research and 
scholarship

Understanding the effect of 
our interventions

Reflective practitioner

Interpretive hermeneutic
within HE

Teaching 
 

Assist teaching

Assist and engaging in the 
 supervising of research 
 students

Improve teaching and learning

CPD

Organise and implement PG Cert, staff induction 
and Masters programmes

Provide IT training

Provide staff development 

Romantic (providing 
 support to individuals)
 
Professional competence

Internal consultant

Integration Provide community links

Creating an environment in which debate can 
 flourish

Modeller –broker

Identity and Integrity, beliefs 
and values 

Management and Leadership Assist in leadership Coordinate agreements

Provide support for bids 

Managerial

Strategic practices aimed at 
bringing about change

Changing the teaching of 
academics

Promote the use of ICT

Coordinate widening participation and equal opps.

Prepare staff for ILT

Facilitate the design and development of the 
curriculum
 
Encourage development of open and distance 
learning

Organise courses and curricular

Provide wide range of support for students

Prepare subjects for QAA and implement QAA 
processes

Political strategist

Provocateur

Subsidiary themes: 

Innovation Engaging in writing grants 
and funding applications

Encourage innovation Entrepreneur

Vigilant Opportunist 

Technical support Support a range of technical services

Monitor teaching spaces and equipment
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Bath /Smith 2004
The work of academic developers

Taylor 2005
Leadership experiences of academic 
developers

SEDA –PDF 2005 
(1) Leading and developing 
Academic  Practice – (2) 
Leading staff and Ed. Dev.

Gosling 2008
Study of UK Educational 
 Development Units

Research into higher education

Research dissemination

Research Critical analysis

Question and challenge

Carry out research into teaching 
and learning

Academic disposition – knowledge and 
scholarly work

Build teaching and learning capacity

Practicing in context

Scholarship

Reflecting on practice

Understanding  how  people 
learn

Promote scholarship of teaching 
and learning

Postgraduate teaching

Continuing Professional 
 Development of academic staff and 
 colleagues

Teaching teachers about service

Facilitation, consultation

Negotiated nature of learning

Recognising opportunities to learn

Leading postgraduate 
 certificate in teaching and 
learning

Mentoring

Provide teaching and learning and 
professional development

Initial professional development 
of staff

Training for Post Graduates who 
teach

Outreach

Working beyond own subject 
discipline

Outside consultation

Team building

Integrating technology in the learning 
environment

Curriculum development

Knowing the community

Working in and developing 
learning communities

Working with diversity and 
promoting inclusivity

Identity, integrity, credibility, fairness, 
honesty, openness, etc.

The person and the importance of 
 personal integrity

Battles over institutional values

Leadership beliefs

Professionalism and  ethical 
practice

Management

Committee work

Leadership beliefs

Policy working groups Developing policy

Changing practice

Facilitating university wide teaching 
 development initiatives

Supporting quality assessment processes

Developing processes

Developing people

Implementation of teaching and 
learning strategy

Promote use of learning 
 technologies

Encourage innovation in teaching 
and learning

Improve teaching and learning 
quality

Evaluate teaching and learning

Educational Development
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Working document: Learning technology practices 
Framework of scholarship and 
teaching

Beetham et all. (2001) 
Career Scoping Study
Role analysis 
Core activity of Learning 
Technologists 

Oliver (2002)
Research into what Learning 
Technologists do.
Characteristics of practice

EFFECTS – ELT (2003) 
Generic framework for 
 accrediting professional 
 development in C&IT

Research Research

Knowledge acquisition, 
 understanding and application

Consult with staff on  appropriate 
use of LT

Keep abreast of developments 
in LT

Reflective

Keep abreast of developments

Scholarship

Understanding of how people learn

Continued reflection on 
 professional practice

Teaching 
 

Mentor

Consultant

Teaching – staff development

Un-assessed tutoring

Working in and developing 
 learning communities 

Integration Liaise and collaborate with  other 
units

Enable exchange of ideas and 
 experience

Facilitating access to LT expertise 
and services

Facilitate access to CBL resources

Collaborative curriculum 
 development 

Using case studies and problems 
within the context of collaboration

Working effectively with diversity 
and promoting inclusivity 

Identity and Integrity, beliefs 
and values 

Values Values and professionalism and 
 ethical practice 

Management and Leadership Management function

Strategic practices aimed at 
bringing about change

Advise assist intro of new 
 technology into L&T programmes

Change agent

Identify needs & opportunities for 
development of LT

Moving the academic from is-
sues of implementation to educa-
tional issues

Ddevelopment of people and of
educational processes and systems

Raising Awareness

Subsidiary themes: 

Administrative Administrative function

Design 

Technical support Technical support
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Oliver, M., et al. (2004) 
Review of literature of accredited 
schemes for Learning  
Technologists

CMALT (2005) 
Principles and values, core areas 
of work and specialist options of 
Learning Technologists

SEDA –PDF (2005) 
Specialist outcomes eXploring 
Learning Technology Embedding 
Learning Technology

Analysis grounded enquiry

Undertake research contribute to 
the development of understanding 
and knowledge in the field

Research

Explores problems of practice to 
provide advice and guidance

Draws on educational theory and 
research

Evaluation of computer based 
material

Keep abreast of developments

Exploring and understanding

Understanding of LTA

Understanding constraints and 
benefits

Keeping up to date

Review

Analysis

Integrate appropriate C&IT

Select C&IT appropriate to 
 learning situation

Teaching on new staff courses

Workshops develop skills of staff

Mentor

Consultant

Supporting project-based action 
learning

Provide pedagogical advice

Developing others

Training 

Mentoring

Raising awareness

Training

Mentoring

Developing skills

Liaising with other units

Encouraging collaboration

Networking

Communicate and disseminate Disseminate findings

Values Values Values

Project management

Change agent

Contributes to strategy

Contributes to policy

Evaluate projects

Strategic work

Supporting the deployment of LT

Evaluating projects

Implement a development strategy

Evaluate the impact of 
 interventions

Learning Technology

Monitor Projects

Archive, manage and facilitates 
 access to resources and expertise

Resource management

Design and develop applications 
and material

Produce learning material

Designing tools and systems

Interface design

Design learning resources

Support software, hardware or 
networks

Application of standards and 
 specifications 

Technical knowledge and ability

Maintenance of VLEs and MLEs

Sourcing content
Copyright
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Appendix III
Job vacancies (abridged) listed in the Association for 
Learning Technology Digest 2008-2009

11 January 2008
Learning Technology Development Officer
Learning Technologist
Instructional Designer 
Research and Dissemination Manager
Academic E-Learning Adviser
Senior e-learning content developer
Learning Technology Officer

18 April 2008
E-technologist
Net Developer
Learning Technology Officer
E-Learning Facilitator
VLE Application Manager
Teacher of ICT
Founding Director of Information and  
Communication Technology
Senior Lecturer
Senior Lecturer in Learning and Teacher in Higher  
Education

8 February 2008
Educational Technologist
Research Assistant
Reader in Education
Professor / Associate Professor in the Centre 
for Learning

2 May 2008 
E-Learning Technical Developer
Lectureship in Management – E-Learning Unit
Senior Lecturer/ Lecturer in Information Technology
Research Officer
Director of eLearning

21 February 2008
Director of Development 
E-learning Graphics Designer/Developer
VLE Coordinator
E-Learning Manager

16 May 2008
Head of IT
E-Learning Multimedia Developer
Lectureships to Support Innovation in Learning  
and Teaching
e-Learning Development Officer
Director of University IT
Learning Technologist

8 March 2008
eLearning Support Officer
Senior eLearning Consultant
e-Learning Specialist
Faculty Learning Technologist

30 May 2008
Head of e-Learning

25 March 2008
eLearning Officer

13 June 2008
E-Learning Researcher Skills Developer
Learning Technologist
Non-executive Chair of JISC
Professor of Learning Innovation
Instructional Design Specialist
Associate Professor Ed Tec. 
Senior Lecturer Ed Tec.
Part-time and Virtual Positions

2 April 2008
Research Associate
Research Associate/Fellow
Senior Learning Technologist
Senior Learning Designer
Head of the Learning Technologies Group

27 June 2008
Research Scientist – Learning Technology
Research Associate in Learning Futures
Personal Assistant and Co-ordinator
Learning Enhancement Officer (TEL)
Research Associate/Fellow 
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11 July 2008
Virtual Support & eServices Developer
Learning Technologies Support Officer
Director of Distance Learning Development
Chair of Education

9 October 2008
Research Assistant
e-Learning Support Officer
Senior E-Learning Support Officer (Assessment)
VLE Coordinator (Blackboard)
Research Fellow (Learning Innovation)
PhD studentships 
1. Students’ experiences of learning in  
immersive worlds 
2. Learner identity
E-Assessments Officer

25 July 2008
Learning Technology Development Officer
Instructional Design Specialist
Research Fellow in Artificial Intelligence  
in Education

3 November 2008
Senior Learning Technologist
IT Training Specialist (e-Learning Technologies)

20/22 August 2008
Senior lecturer or lecturer
1. Research Officer (full-time) LDSE Project
2. Research Assistant (full-time) LDSE Project
Senior Academic Staff Development Officer
Research Associate, Design of Learning  
Spaces in 3-D Virtual Environments
Research Fellow – Educational Development 
Advisor

17 November 2008
Senior Lecturer, Reader or Chair in e-Research & Tech-
nology Enhanced Learning (TEL)
IT Training Specialist (e-Learning Technologies)
eLearning Support Officer
E-Learning Support Officer (MPH)
E-Learning Support Officer (MMM/Pathfinder Project)
Learning Technologist (MMM Project)
Learning Technologist
Learning Technologist
Teaching and Learning Academic Researcher
Teaching and Learning Coordinator (2 positions)

5 September 2008
Senior Lecturer/Lecturer (One Post Only)
Senior Academic Staff development Office
Knowledge Services
Information Officer (VLE)

7 December 2008
Learning Technology Developer Personal Development 
Planning (PDP)
Research and Dissemination Manager, Project Research 
Assistant: Technology Enhanced Learning
e-Learning Adviser
Director of Learning & IT Services
Director of Development 

19 September 2008 12 December 2008
Research Associate
Learning Technologist
Infrastructure and Resources Committee Appointments
eContent Developer
Lecturer/Senior Lecturer/Senior Research Fellow i 
Technology-Based  
Management Learning
Lecturer/Senior Lecturer in Work Based Learning
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Appendix IV
Framework and prompts for in-depth interviews

1. Could you tell me about your educational background and your profes-
sional journey to your current position?
Where there any critical incidents, professional breakthroughs or important 
influences that shaped your journey?

2. What is your current role (job title) and responsibility?
How you would describe your ‘position’ in your institution?
How would you describe your key practices?
For how long have you worked in the area?

3. Do you see yourself as a member of a profession, discipline/subject or 
field?
– Expand if necessary:
What is your profession? What is your subject or field?
Are you a member of any professional bodies?
What do you feel the benefits are of belonging to a professional associa-
tion?

4. Do you see yourself as a ‘new professional’ in Higher Education?
 – Expand if necessary:

5. Looking back do you feel that there have been any significant changes 
or developments in HE that have impacted on your work? 

6. How do you feel learning technologies have impacted
– on Higher Education?
– on your work?
– Expand if necessary.

7. Do you recognise educational developers and learning technologists as 
two distinct groupings?
– expand 
Are there differences between the groupings?
Do you see the relationship between these two groupings changing?



  271 

8. Could you tell me about your work in relation to research and scholarship, 
for example are you actively involved in research and/or scholarship? 
Does your work involve supporting others in their research and/or schol-
arly activity?
Do you research or write about your own practice? 
Do you see a difference between research and other types of scholarly ac-
tivity?
What is your view of research in relation to the use of learning technolo-
gies?
What is your view of other types of scholarly activity in relation to the use 
of learning technologies?

9. What do you see as the current major shifts and trends in HE?
Will these trends impact on your work and future practice?
– Expand if necessary.

10. Do you feel well resourced? 
– Expand if necessary:
How dependent is your work on external funding?
Can you foresee any funding or resource issues in the future?

11. There has been some debate about generational shifts in your area of 
work. Do you recognise this?
– Expand if necessary:
How would you describe the main differences between the generations?
How do you see the relationship between more experienced professionals 
and newcomers to your area of work?

12. What are your professional aspirations for the future?
What do you see as your main professional challenges?
For newcomers – Why have you chosen to be …/or to work in this area? 
For newcomers – What are your expectations and ambition for the future?

13. Would you like to add anything else? Do you feel that I have missed 
anything?
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Appendix V
Theoretical thematic framework for analysis of in-depth 
interviews

Headings AD/LT/H

Job title

Time working in field

Role and responsibility

Identity

Habitus

Background

Values and beliefs

Perceptions and views

Social capital – positioning, networking, inter-personal skills and practice.

Position in university setting, and at 
the national level

Position working 
between political and
pedagogical contexts

Position working 
between fields and sub-fields

Networking

Cultural capital: Objectified capital – specified ‘scientific’, knowledge, skills and practice
Embodied capital – tacit knowledge
Institutionalised capital – formal certification

Learning technologies 

Research and scholarship

Research, scholarship and new  
technologies

Teaching

Management

Economic capital – resources and funding

Impact and availability of funding

Additional themes

On the notion of new professional

Specialisms, fields, 
disciplines, professions

Perception of relationship between 
academic developers and learning 
technologists

Generational shifts

Change, reform and restructuring

Vulnerability, uncertainty regarding 
the future

Struggles

Professional aspirations

Other
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Appendix VI 
Person specification developed for tenured senior 
developer post

Details are specified as E* Essential and D* Desirable
POST: Senior Developer

DETAILS E* D*

ATTAINMENT
Evidenced achievements e.g. qualifications, 
specific training. 

EXPERIENCE
Type and amount of experience and specific 
knowledge required for this job.

APTITUDES
Skills and abilities required for effective 
performance e.g. presentation skills, in-
terpersonal skills, numeracy.

PERSONAL ATTRIBUTES
Disposition and characteristics relevant to 
the job e.g. ability to cope with pressure, 
ability to work with others, ability to work 
on own initiative.

CIRCUMSTANCES
Personal or otherwise that have direct im-
pact on performance e.g. if job involves 
shift work or unusual hours.

PHYSICAL MAKE-UP
Required for effective performance of all 
duties e.g. appearance, capable of lifting 
heavy weights. Any disability prevent-
ing job performance or an unacceptable 
safety risk.

INTERESTS
Any out of work activities relevant to the 
job e.g. membership of professional bod-
ies, community groups.

A degree (or equivalent) or professional qualification, or
qualification or period of training in educational multimedia design or IT

Experience of either multimedia authoring tools or Web tools.
Experience of some of the following:
Director, Lingo, FLASH, HTML coding, JavaScript, Web server adminis-
tration, Dreamweaver, Digital Media editing, Screen Design, Digital Media 
management, Photoshop.  
Experience of development and maintenance of dynamic intranet/inter-
net web sites
Experience in the use of on-line learning environments (pref. Blackboard)
Experience in the use of ICT in the Higher Education sector
An understanding of current practice in LT&A in the Higher Educa-
tion sector
Completing the production of a significant multimedia/web-based 
project
Experience and evidence of managing/coordinating the production of an 
educational multimedia/web development 
Experience of consultancy 
Experience of project management
Experience of maintaining quality control procedures 
Experience of active participation in associated Research and Develop-
ment

Aptitude for careful organisation
Aptitude for solving problems
Excellent presentation and communication skills.
Good design skills and writing skills

Ability to work independently or as part of a team.
Ability to lead and motivate a team
Ability to organise and prioritise own and others work
Confidence and enthusiasm
Commitment to detail and quality
Ability to meet deadlines and work under pressure

Available to travel
Able to work flexible hours

*

*
*

*
*

*

*
*

*

*
*
*
*

*
*
*
*
*
*

*
*

*

*

*
*
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Appendix VII
Articles and papers

Introduction to papers
The papers chosen to support this thesis reflect my practice over a period of 
time, 1999-2006. They link theory with practice and illustrate approaches 
I have taken to scholarly activity and my own professional development. 
The papers have been chosen to show different types of activity, my devel-
opment and my work with colleagues in terms of phases in a personal and 
professional journey and the practices of a new professional. Thus the papers 
play an important role in underpinning the professional autobiographical 
narrative. Most importantly, they represent the changing perspective of an 
individual (myself ) as a university teacher, learning technologist, educa-
tional developer and researcher. Five papers have been chosen to illustrate 
the following overlapping themes:
•	 relationships	between	the	university	teacher,	educational	developer	and	

learning technologist 
•	 researching	teaching	and	learning	and	the	use	of	learning	technologies
•	 pedagogical	design,	new	technologies	and	changing	learning	environ-

ments.

For the purpose of maintaining anonymity an edited book chapter, is not 
included; however, its emphasis on learning environments, new roles and 
relationships, and on change within universities makes it, for me, an im-
portant piece of the jigsaw. It explores some of the drivers and barriers to 
change in higher education, and highlights approaches taken to encourage 
change by providing research-based support for teaching staff and students 
working in new learning environments with new technologies. A set of re-
search-based case studies are presented which focus on teaching, learning 
and assessment and the use of new technologies. Emphasis is placed on the 
importance of integrative working practices and research-based practices. 

A range of research methods are represented in the following papers in-
cluding: responsive evaluation, action research, narrative inquiry, case study, 
interviews and questionnaires. Moreover, the papers draw on a range of 
learning theories, with a strong emphasis on social constructivism.

While the papers are referred to throughout the thesis, they are mainly 
referenced in the autobiographical narrative to illustrate periods of change 
and technological development in UK higher education. Although all the 
papers focus on new technologies and their use in supporting teaching and 
learning in higher education, they are written from different perspectives. 
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In this respect, it is hoped that the papers reflect multifaceted practice and 
development of ‘scholarly attributes’. 

Paper I
Dillon, P., Tearle, P., and Hudson, A. (1999) The Images for Education Project: develop-
ing multimedia resources within an integrative educational framework. British Journal of 
Educational Technology, 30 (4) 359-367. 

This paper discusses theory and methods of evaluation used to develop 
educational resources using new technologies. The development explored 
the potential of one of the earliest forms of computer mediated multime-
dia; interactive video. It is based on a collaborative partnership and, at the 
time, was ‘leading edge’ in terms of pedagogical design and development 
and use of resources. The paper is written from the viewpoint of teachers 
and learning technologists, it highlights the importance of reflective prac-
tice and integrative working relationships.

Paper II
Steel, J., and Hudson, A. (2001) Educational Technology in Learning and Teaching: The 
Perceptions and Experiences of Teaching Staff. Innovations in Education and Teaching 
International, 38 (2) 103-111. 

The paper explores pedagogic, technical and socio-cultural issues from the 
perspective of the university teacher working with contemporary learning 
technologies. It draws attention to the importance of integrative working 
practices and the need for appropriate forms of communication and support 
across university systems. Moreover it highlights the need for staff support 
and time and space for teachers to engage in pedagogical design and reflec-
tion when integrating new technologies into the curriculum.

Paper III
Clegg, S., Hudson, A., and Steel, J. (2003) The Emperor’s New Clothes: globalisation and 
e-learning in Higher Education. British Journal of Sociology of Education, 24 (1) 39-53. 

This paper marks a critical point in my professional career and makes a case 
for critical discourse and debate on pedagogies. The paper was written at 
a time when ‘globalisation’ and the ‘knowledge economy’ were dominant 
discourses and at the same time software companies were marketing ‘solu-
tions’ in the form of Virtual Learning Environments (VLEs) and Managed 
Learning Environments (MLEs). The paper draws attention to the pace of 
change, the way in which change is managed, increase in techno-centric 
discourses and the need for a counterbalance in terms of reflective practice, 
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appropriate support and integrative working practices. The paper argues 
for caution regarding the hyperbole associated with new technologies and 
for the need for open debate, ‘discursive space’ and on-going research into 
teaching and learning and new technologies.

Paper IV 
Clegg, S., Hudson, A., and Mitchell, A. (2005) The personal created through dialogue: 
enhancing possibilities through the use of new media. ALT-J, Research in Learning Tech-
nology, 13 (1) 3-15.

Paper V
Hudson, B., Hudson, A., and Steel, S. (2006) Orchestrating interdependence in an inter-
national online learning community. British Journal of Educational Technology (BJET), 37 
(5) 733-748. 

Papers IV and V mark a return in focus to teaching and learning, and a new 
phase of technological innovation. The papers explore the interpersonal na-
ture of learning and how new technologies are used to support reflection 
and dialogue. Both papers point to important relationships between:
•	 the	role	of	the	teacher	in	relating	the	subject,	educational	theory	and	

new technologies to pedagogical design and pedagogical purposes
•	 the	affordances	of	new	technologies	in	supporting	dialogue,	collabora-

tion, active learning, reflective practice and formative peer feedback
•	 the	scholarship	of	teaching	and	learning	in	terms	of	relationships	be-

tween theory, practice, reflection and on-going research and develop-
ment.

Specifically Paper IV focuses on the theoretical developmental and research-
based processes that underpin two case studies of modules using digital 
portfolios. 

Paper V focuses on research into the experience of an internationally dis-
persed student cohort using new technologies to support group collabora-
tion and peer and formative assessment practices. The paper identifies is-
sues of language, culture and identity which provide direction for on-going 
research and the further development of the module design.


