Title of Article: Developing Conceptions of Teaching and the Scholarship of Teaching through a Graduate Certificate in Higher Education
In both Australia and abroad, there is increasing pressure toward professionalisation of university teaching. This is based on the expectation that academic development courses in higher education, from Graduate Certificate to Masters level, lead to more student-focussed perspectives on teaching and learning, as well as more effective teaching and learning practices. In this study we interviewed alumni of a Graduate Certificate programme, to explore if this programme affected teachers’ self-reported experiences of teaching, and experiences of the scholarship of teaching. Self-reports around these experiences suggested that the programme had been successful in fostering the development of more complex experiences for the majority of interviewees. We consider the potential of these experiences to support future evaluations of such programmes. 
Background: Professionalisation of Teaching in Higher Education
In the last twenty years there have been increasing calls to improve the quality of teaching in higher education, particularly via a focus on teaching as a scholarly activity (e.g. Boyer, 1990; Elton, 1987); thus, 
the academic profession needs training in much the same way as academics consider that other professions need it…This means that the training itself must be professional, that is should normally lead to recognized academic qualifications, that it should be closely allied with practice, and that – above all – it must be associated with relevant research (Elton, 1987; p. 76).  


Recognising that the education of academics is typically skewed towards learning to become researchers rather than teachers, several governments and/or funding bodies have recently investigated both the scope and evidence for the effectiveness of teacher training programmes in the higher education sectors of their respective countries (e.g. Dearn, Fraser, & Ryan, 2002; Prosser, Rickinson, Bence, Hanbury, & Kulej, 2006; Prebble, Hargraves, Leach, Naidoo, Suddaby, & Zepke, 2005). The potential of such programmes to improve teaching standards was increasingly recognized throughout the 1980s and 1990s, but in a major review of the research on such programmes, Prebble et al. argued there were substantial differences in the impact of different types of programmes. Briefly, their conclusions were as follows: 
1. Short training courses. Such programmes, in the form of seminars or workshops, may vary considerably in length from a few hours to over a week, and typically take place outside of the participants’ normal work contexts. The authors concluded that such courses are limited in their impact on teaching behaviours, but may be effective for informing staff about institutional policy and practice, or for training in discrete skills and techniques.
2. In situ training. Such programmes entail academic developers working with an entire academic work group, such as a department, building development programmes around the group’s activities and objectives using a broad range of guiding models or structures. The authors concluded that such efforts could be effective in developing knowledge, skills and attitudes related to teaching (see for example Kember, 1998; McClean & Blackwell, 1997).
3. Consulting, peer assessment and mentoring. These methods, involving one-to-one consultation between a teacher and either a colleague or academic developer, are widely used in higher education. While most evidence for the efficacy of such programmes is based on teacher attitudes rather than student learning outcomes, Premble et al. concluded that the available evidence gave moderate support for the benefits of such programmes. (For an example showing the efficacy of consultation around specific areas of teaching practice following student evaluations, see Marsh & Roche, 1993).
4. Student assessment of teaching. Summarising several reviews of this voluminous research literature (e.g. Marsh, 1984; Marsh & Dunkin, 1987; Menges & Austin, 2001), Prebble et al. (2005) noted that such evaluations are generally reliable, valid and accessible indicators of the quality of teaching, and that used appropriately, can assist in bringing about substantial improvements in teaching quality and student learning.
5. Intensive staff development. Such programmes go into considerably more depth than the types of courses described above in “Short training courses”. Premble et al. (2004; p.42) note that such courses became more common in the 1990s, “…prompted by the increasing call by funding and governance agencies for accountability and quality, by the recognition that short courses were unlikely to lead to major and enduring changes in belief or teaching practice, and by developing understanding of the complex nature of teaching and learning”. The authors concluded, on the available evidence, that such programmes can be effective in changing teachers’ beliefs about teaching and learning, as well as teaching practice. Such programmes can be particularly helpful in developing student-centred approaches to teaching (cf. Trigwell & Prosser, 2004; Trigwell, Prosser & Ginns, 2005), and in developing the knowledge and skills necessary to constructively align multiple elements of the teaching situation to improve student learning (Biggs, 1999). Several studies (e.g. Gow & Kember, 1993; Prosser, Ramsden, Trigwell, & Martin, 2003; Trigwell, Prosser, & Waterhouse, 1999) have found a relationship between teachers’ approaches to teaching, and students’ approaches to learning: teachers who describe themselves as adopting more information-transmission approaches to teaching have students who report adopting more surface approaches to study, while teachers who reported more student-focussed, conceptual change-based approaches tended to have students who reported deeper approaches to study. A key outcome, therefore, of intensive staff development is the development of more student-centred conceptions of and approaches to teaching, with the ultimate goal being improved student learning.  

In this study, we investigate the evidence for the effectiveness of a Graduate Certificate in Higher Education using interviews of graduates. In interpreting interviewees’ descriptions of changes in their experiences of both teaching and the scholarship of teaching, we drew upon frameworks for such conceptions (Prosser, Martin, Trigwell, Ramsden, & Lueckenhausen, 2005; Trigwell, Martin, Benjamin, & Prosser, 2000) derived through phenomenographic analyses (Marton, 1981, 1994; Marton & Booth, 1997). Before explicating these frameworks and describing the interview study, we shall first describe the nature and goals of the Graduate Certificate. 

The Graduate Certificate in Educational Studies (Higher Education) at the University of Sydney

The Graduate Certificate in Educational Studies (Higher Education) is a one-year part-time programme of study offered by the Institute for Teaching and Learning (ITL) at the University of Sydney, Australia. Upon completion of its constituent units, the Graduate Certificate may be articulated into Graduate Diploma and Masters programmes in Higher Education. 

According to the description of the Graduate Certificate given on its website (www.itl.usyd.edu.au/programs/gradstudies.htm), 

The emphasis of the course is on improving student learning rather than on instructional methods. The course aims to provide university teachers with opportunities to reflect on educational theory and student learning research from the perspective of their own teaching experiences through the scholarship of teaching and learning. It is designed to support staff in developing their professional expertise as university teachers in order to better understand and enhance the learning of their students. 


Among the cohorts involved in our study, all participants in the Graduate Certificate began by completing a three-day course, “Principles and Practice of University Teaching and Learning”, which served as an articulated foundation for the Graduate Certificate. In the first semester, the programme undertaken by our interviewees consisted of a unit on “University teaching and learning”. This unit provided a foundation of theories and concepts of higher education teaching and learning (e.g. conceptions of and approaches to learning; constructive alignment between teaching activities, learning outcomes, and assessment methods), and required students to reflect on their teaching and assessment practices assisted by peer review methods. In the second semester, students completed a unit on “The scholarship of university teaching and learning”. The objectives of this unit were to develop the ability to engage in scholarly enquiry into teaching and learning by drawing on relevant educational literatures, and the capacity to communicate the results of such enquiries in scholarly fora. 

The Graduate Certificate is intended not only as a means of enhancing the teaching of individual academics, but also as a strategic means of improving teaching at the institutional level. Reflecting the strategic value placed on such teaching qualifications, since 2001 the University has also rewarded faculties financially for the number of staff who have completed such courses through a Scholarship Index (Brew & Ginns, 2006). Asmar (2002; p.24) notes, 
as a cohort of trained teaching staff fans out across the university, and begins to rise in the academic hierarchy, it is anticipated that the cumulative effect on student learning can only be beneficial. Collegial networks, initially established within the ITL, appear to be contributing to the evolution of a cross-discipline academic community focused on student learning.
The present study
The overall goal of our study was to investigate the changes in teachers’ experiences as a result of the Graduate Certificate. As described above, Prebble et al. (2004) found intensive staff development programmes have particular value in changing teachers’ beliefs about teaching and learning. Would graduates of the Graduate Certificate report such changes? 


We investigated this question using semi-structured interviews of graduates who completed the Graduate Certificate in 2001 or 2002. Fourteen alumni still working within the University were contacted and invited to take part in an interview on their experiences of the Graduate Certificate. Due to the small number of alumni, it was not possible to sample evenly across demographic categories. Nine of the interviewees were female and 5 were male; 1 was a Research Fellow, 5 were Associate Lecturers, 3 were Lecturers, 2 were Senior Lecturers, and 3 were Associate Professors. Six were from the College of Humanities and Social Sciences, 6 were from the College of Sciences and Technology, and 2 were from the College of Health Sciences. 

Our questions on changes in teachers’ beliefs about teaching and learning reflected the foci of the two semesters: teaching, and the scholarship of teaching. Specifically, we were interested in whether interviewees’ responses would suggest the development of more complex experiences of teaching and the scholarship of teaching. In addition to standard questions described below, we also probed for examples of changes, situated in practice, to ensure that interviewees’ responses were not being driven merely by expectations of what we as the interviewers might want to hear. Interviewees’ responses to questions intended to tap these experiences were coded according to the frameworks given below by the first two authors, with any disagreements over categorization resolved through discussion. We will now review recent frameworks for such experiences.  
Experiences s of teaching

Prosser et al. (2005) interviewed 31 academics from 4 broad fields of study about their understanding of their subject matter and how this understanding related to their experience of their teaching. Using phenomenographic methods, they developed categories of description and an outcome space for teachers’ experience of teaching and learning in the topic, represented in Table 1. The outcome space distinguishes between 5 different experiences, varying according to the referential (indirect object of teaching) and structural (act of teaching; cf. Marton & Booth, 1987) components of the experience. The different approaches, ranked in order of complexity, can be summarized briefly as follows:
A. The teacher uses a teacher-focused strategy in order to transmit disciplinary information to students. The teacher’s activities revolve around demonstrating facts and skills of the discipline to students.

B. Similar to A, but goes beyond it as the teacher believes students must be active in the teaching/learning process. The focus of activity is still, however, the teacher’s dissemination of discipline-based information. 

C. The teacher is still teacher-focused, but has the intention of helping students acquire the concepts of the syllabus, instead of transferring them to students. 

D. The teacher is primarily student-focused, focusing on both the teacher and the student, and with the intent of helping students to cultivate their own conceptions of the subject. 
E. Similar to D, with the intention to assist students to change their conceptions of the phenomena under investigation. 

Table 1. Teachers’ experiences of teaching and learning.
	Referential (indirect object)
	Structural (Act)
	
	

	
	Teacher focused
	
	Student focus

	
	Teacher activity
	Student Activity
	Student activity

	Information transfer
	A
	B
	

	Concept acquisition
	
	C
	

	Conceptual development
	
	
	D

	Conceptual change
	
	
	E



To investigate interviewees’ experiences of teaching before and after the Graduate Certificate, we asked the following questions:
1) Thinking back prior to doing the graduate certificate, how would you describe your teaching? (Prior conception).
2) How has the graduate certificate affected how you understand teaching? (Post conception).
Table 2 provides examples of statements which were indicative of the different experiences of teaching prior to doing the Graduate Certificate, while Table 3 gives examples of the different experiences following its completion.

Table 2. Examples of different experiences of teaching prior to the Graduate Certificate.

	Experience
	Example

	A
	“I felt teaching was just the teacher trying to come to the classroom and then get the students to accept what the teacher’s going to teach.”
“I’d say very teacher focussed, focussed on me standing up the front and relaying information.”

	B
	“…With that course I always tried to bring in interesting stuff from the media that they might relate to or they might understand why they’re sitting there in the principles”.

“I suppose that I was just imitating those who taught me in the sense that I tried to make my lectures very clear and structured and lead the student on a journey.”

	C
	“I try and involve the students as much as possible by giving them a little bit of information and then trying to get them to solve the puzzle, rather than just telling. So it’s more, I think my classes tend to be more like a group discussion than anything and that’s with doing something a little bit more active.”


Table 3. Examples of different experiences of teaching following the Graduate Certificate.

	Experience
	Example

	B
	“I’m really a facilitator for their learning and that’s, I mean it’s probably somewhere I would have got to in the end but having the Graduate Certificate at that time of my teaching development, it really again crystallised that and made that clear. And really it’s quite useful in that it takes all the pressure off you, it’s about them learning, it’s not about me teaching.”

	C
	“…like last year I was talking about dividend policy and so I brought in some newspaper announcements about dividend announcements that companies had made in the last few days and got them to talk about it in context of the theory I had just been giving them and things like that.”



	D
	“I suppose it comes back to students who are actively involved in their own learning, tend to retain things a lot more than just being told information. So if you allow them to conceptualise things rather than just being told that’s the way it is, that they can relate to it better.”

	E
	“…we realised that what was important here was not actually delivering a lot of detailed content, it was getting across a way of thinking and helping students change their naïve concepts about animal structure and function and production into more highly developed concepts. So really, I guess about trying to change students’ concepts and approaches to problems in [my field of study]. So that’s what we really tried to focus on is areas where students often have fairly simplistic views and to try to develop a more evidence based, integrated approach to those areas.”



Interviewees’ responses to the above questions were transcribed and coded according to the above categories of description. Table 4 gives a summary of the numbers of interviewees coded across categories, according to their prior- and post-Graduate Certificate experiences. One interviewee’s prior- and post-Graduate Certificate conceptions could not be clearly identified, and the following results do not include that interviewee’s responses.
Table 4. Teachers’ experiences of teaching and learning before and after the Graduate Certificate.
	
	
	POST

	PRE
	
	A
	B
	C
	D
	E

	A
	6
	
	1
	1
	3
	1

	B
	2
	
	
	1
	1
	

	C
	5
	
	
	2
	2
	1

	D
	
	
	
	
	1
	

	E
	
	
	
	
	
	


The results given in Table 4 suggest a shift in self-reported experiences of teaching, from less complex to more complex experiences. We tested whether the difference between pre- and prior-Graduate Certificate experiences was statistically reliable using a Wilcoxon test for related samples. This statistical test is appropriate when the level of measurement is ordinal (e.g. rankings), rather than continuous, and there is a relationship between the scores; in this study, the pre- and prior-Graduate Certificate experiences rankings are related because they refer to the same individual. There was a statistically significant difference between pre- and prior-Graduate Certificate experiences, Z = 2.96, p = 0.001, indicating the change in complexity of self-reported experiences was unlikely to be due to chance factors. 

Experiences of the scholarship of teaching
Trigwell et al. (2000) interviewed 20 staff members from 3 different faculties who had major teaching responsibilities about what they thought the scholarship of teaching was, and asked them to give examples of when they or another teacher demonstrated scholarship in their teaching. The developed an outcome space, represented in Table 5 for interviewees’ responses which distinguished between 5 different experiences, varying according to the intention and the strategy underpinning that experience. These experiences can be summarized as follows:

A. Scholarship is described as the teacher’s intention to know the teaching literature, and this is achieved through the strategy of collecting and reading the research literature.

B. The teacher’s approach to scholarship is built upon the same strategy as in A, but with the intention of improving learning.

C. The teacher’s intention has gone beyond improving teaching to improving student learning, via the strategy of investigating one’s own students’ learning and one’s own teaching. This represents a qualitative shift from categories A and B. 

D. The intention here is same as for C (improving student learning). The strategy is different, in focusing on within-discipline literature and that on teaching and learning, and relating the two literatures to each other. 

E. The intention is to improve student learning in general, not only for one’s own students, while the strategy is to go beyond the collection and investigation of student learning, to the dissemination of one’s own scholarly work on teaching and learning to a wider audience. 
Table 5. Teachers’ experiences of the scholarship of teaching.
	
	Strategy

	Intention
	Know the literature
	Improve teaching
	Improve student learning
	Improve student learning generally

	Collect and read literature
	A
	B
	
	

	Investigate own teaching and student learning
	
	
	C
	

	Relate discipline knowledge to teaching and learning literature
	
	
	D
	

	Communicate results of own work and existing literature
	
	
	
	E


       
To investigate interviewees’ experiences of the scholarship of teaching before and after the Graduate Certificate, we asked the following questions:

1) Can you tell me what you thought the scholarship of teaching was before you did the Graduate Certificate? (Prior experience).

2) Has the Graduate Certificate affected your understanding of the scholarship of teaching? (Post experience).  

Table 6 provides examples of statements which were indicative of the different experiences of the scholarship of teaching prior to starting the Graduate Certificate, while Table 7 gives examples of the different post-Graduate Certificate experiences.

Table 6. Examples of different experiences of the scholarship of teaching prior to the Graduate Certificate.

	Experience
	Example

	No conception.
	“I wouldn’t have had a clue, I wouldn’t have had a clue, no and I’m not sure I’m much the wiser [laughter].”

	A
	“I probably would have just said education theory, that type of thing…”

	C
	“I guess I would have considered it to be one thing with that, certainly they did here, was to find out what are common student misconceptions? Where do they have difficulties in a particular subject area? Getting them to draw concept maps and just finding out yeah, a lot of students think X, which is wrong, how do you get over that? So that was one area of research. Another area of research I would have said would be testing students under different conditions and seeing if it affects them. For example, good and bad lecturers, does it make any difference?”


Table 7. Examples of different experiences of scholarship of teaching following the Graduate Certificate.

	Experience
	Example

	A
	“…now I think OK so I probably need to be reading articles and ideas and I guess if people send through, like it’s a lot of email reading for me because I’m on the ISL [Improving Student Learning] email lists and things, so there’s always ideas or books or yeah, ‘this is a handy resource or have you read this paper’, sort of thing.”

	B
	“…if you’ve got a problem, there’s like literature on it, you can go and research about how you should approach your teaching too, so that was I don’t know, it’s like why didn’t I think of that.”

	C
	”…So if you’ve collected data on one group of students… if I’ve got a student that’s having difficulty, well I might reflect on that and maybe try that strategy with them or that particular group”. 

	D
	“…it was good because I mean I could link in some of it to some of the research that I do in my area of [my field of study] and in fact, one of the most useful things that it did was also help me to develop my own research methodology and help my students in my own discipline area, which was really good and unexpected.”

	E
	“I think most important was that opening up the idea that there is good evidence out there that we can contribute to it but that we can continue to use it to improve practice, both my own personal practice and also influencing practice and approaches that people take in the faculty.”



Interviewees’ responses to the above questions were transcribed and coded according to the categories of description given in Table 5. Table 8 gives a summary of the numbers of interviewees coded across categories according to prior- and post-Graduate Certificate experience of the scholarship of teaching. 
Table 8. Teachers’ experiences of the scholarship of teaching and learning before and after the Graduate Certificate.

	
	
	POST

	PRE
	
	No conception
	A
	B
	C
	D
	E

	No Conception
	10
	1
	1
	3
	2
	1
	2

	A
	3
	
	
	
	1
	
	2

	B
	
	
	
	
	
	
	

	C
	1
	
	
	
	1
	
	

	D
	
	
	
	
	
	
	

	E
	
	
	
	
	
	
	



Two key results emerge from Table 8. First, prior to the Graduate Certificate, the majority of interviewees had no conception at all of what the scholarship of teaching might entail. These results are at variance with those of Trigwell et al., whose interviewees had at least some understanding of different forms of scholarship of teaching. In all but two cases, the same interviewees reported, following the Graduate Certificate, more complex understandings of such scholarship. Second, and more generally, respondents typically reported a more complex understanding of the scholarship of teacher after completing the programme. A Wilcoxon test of the difference between the pre- and prior-Graduate Certificate experience rankings found a statistically significant difference between pre- and prior-Graduate Certificate experiences of the scholarship of teaching, Z = 3.08, p < 0.001. 

Discussion and Conclusions


Our broad goal in this study was to investigate the changes in experiences of teaching, and the scholarship of teaching, that could be ascribed to completion of a Graduate Certificate programme in higher education. We used recently developed phenomenographically-derived frameworks to categorize interviewees’ responses to questions along continua ranging from less complex to more complex experiences. These alumni were asked to describe their understandings of their teaching, and of the scholarship of teaching, prior to and following completion of the Graduate Certificate. Our analyses suggest that the interviewees’ self-reported experiences following the Graduate Certificate were generally more complex than those they described holding prior to the Graduate Certificate. Our results suggest that, prior to the Graduate Certificate, none of the interviewees experienced teaching in a student-focused way, whereas following the Graduate Certificate, 9 interviewees reported being student focused in their teaching, with 4 interviewees employing teacher-focussed student activity. Likewise, prior to the Graduate Certificate only 4 interviewees had any notion of the scholarship of teaching, primarily viewing it as simply collecting and reading pertinent research literature, whereas following the Graduate Certificate, 9 of the 14 interviewees reported student-focussed experiences. To the extent that the sample of interviewees is representative of alumni, these results suggest that the Graduate Certificate is meeting its broad learning objectives, which are themselves ultimately aimed at improving student learning (Asmar, 2002). 

Programmes such as the Graduate Certificate are becoming increasingly important in raising the standard of University teaching around the world (cf. Dearn et al., 2002; Prosser et al., 2006; Prebble et al., 2005), usually placing a strong emphasis on not merely skill development, but also conceptual and attitudinal change (Premble et al., 2004). The development of such conceptions underlies the programme’s aims regarding approaches to teaching, the scholarship of teaching, and student learning. However, the range of reported experiences of the scholarship of teaching was greater than that described by Trigwell et al. (2000), with the majority of interviewees (10/13) professing no knowledge whatsoever of the scholarship of teaching prior to beginning the Graduate Certificate; subsequently, the interviewees did not report as great a degree of average change as they had for conceptions of teaching. 

An interesting finding that is worth noting was the discomfort regarding the scholarship of teaching felt by three interviewees from the “hard sciences”, such as physics or engineering. These interviewees’ impressions of educational research were that it lacked the capacity for experimental control, precise measurement, and clear definitions with which they were familiar in their own research. One respondent related that:
It certainly did seem alien to me. I wouldn’t say that it was beyond my capability, I would have said more that a lot of it, it didn’t …not a lot of it, but certainly some of it, I didn’t see the point of it. I didn’t see it as being, of course it’s not as rigorous because it’s not a physical system, when you do an experiment you have a system you can control and you can measure very accurately. When you’re talking about human beings you’re in a realm, as you well know, much more uncertainty.


Responses such as the above represent a challenge for academic developers wishing to encourage faculty from across the entire range of disciplinary backgrounds to engage in the scholarship of teaching. Introducing such staff to examples of educational research that are consonant with their conceptions of research, per se, then exposing them to a broader array of methodologies and methods, may address this concern.  

There are several limitations to the present study which must be acknowledged. Firstly, we asked alumni to recall their prior and current experiences at the same time. Had we used a longitudinal research design, interviewing the same teachers before and after the Graduate Certificate, we could be more confident in ascribing differences in pre- and post-conceptions to what had been learned in the Graduate Certificate. Secondly, our results consist entirely of alumni self-reports. Future research might investigate complementary sources of evidence regarding effects of the Graduate Certificate on the quality of teaching. For instance, pre- and post conceptions of teaching self-report data could be supplemented by pre- and post- peer feedback and student feedback, or even student achievement (e.g. subject pass rates). Teachers’ self-reports of approaches to teaching (Trigwell et al., 2005) would also be expected to change throughout the programme, with less emphasis on information transmission and more on conceptual development. Likewise, self-report evidence of changes in conceptions of the scholarship of teaching might be supplemented with evidence of scholarly work (e.g. journal articles, conference papers, presentations) conducted within that teacher’s discipline. 

In this study we have shown how two separate frameworks for understanding variation in teachers’ conceptions can be used to understand the impact, if any, of a professional training of teachers in higher education. While it extends previous research on conceptions of teaching, and of the scholarship of teaching, our research also demonstrates these frameworks may be of use to academic developers, in understanding the variability in teachers’ conceptions of these key constructs. 
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