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Abstract  

As the higher education landscape changes, teaching-focused faculty face increasing challenges to 

deliver evidence-based teaching through engaging with the scholarship of teaching and learning 

(SoTL). This transition from discipline expert to SoTL practitioner is often poorly supported and 

undertaken in isolation. 

We describe a faculty learning community (FLC) to support teaching-focused faculty engaging in 

SoTL. The FLC was formed to provide a space to share challenges regarding scholarship and give 

practical support to engage in SoTL. The FLC successfully bridged members’ transition to SoTL, 

providing a sense of belonging to re-connect faculty and promote scholarship. 

 

Keywords: collaborative learning, faculty learning community, higher education, scholarship of 

teaching and learning, teaching faculty 
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Introduction 

Teaching-only faculty is a relatively new position in higher education, created in response to 

the growing demands placed on universities to deliver innovative, evidence-based teaching. 

In traditional models of university education, lectures delivered by research-intensive staff, 

often with relatively little expertise in education and pedagogy, provided the majority of 

learning interactions. Despite the scholarship of teaching and learning (SoTL) being 

recognised as integral to the development of teaching within higher education for many years 

(Boyer, 1990), it is only recently institutions are seeing investment in SoTL as expedient. The 

commodification of higher education, sculpted by expansion, internationalisation, funding, 

student fees and league tables, has resulted in greater pressure to deliver a measurable, 

marketable product (Naidoo, 2003). One consequence of this has been that universities are 

increasingly recruiting teaching-focused academics: faculty who engage not only in scholarly 

approaches to teaching and learning within their subject, but also engage in SoTL. 

Furthermore, participation in SoTL is a key determinant for recognition and progression. To 

support early career academics (whether teaching-focused or otherwise) develop practical 

teaching skills and begin to engage with SoTL, certified programmes, including postgraduate 

certificates in academic practice, are widely available, and frequently compulsory (Hubball 

and Burt, 2006). However, far less support is provided for established faculty wishing to 

undertake SoTL. 

In many cases teaching faculty take up such appointments after substantial experience in their 

area of expertise. In STEM (science, technology, engineering and mathematics), health and 

veterinary professions, teaching faculty typically come from a scientific research or clinical 

background. These individuals have acquired an acknowledged status within a professional 

community, with a strong understanding of their own expertise, and the expectations of their 
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role. They may possess a thorough understanding of research practices, methods and 

experimental design, as well as cognisance of literature within that discipline. For many 

individuals, discipline-related research involves mostly quantitative, positivist methodologies, 

with little engagement with qualitative methodologies more common to pedagogical research. 

Perhaps unsurprisingly, the transition to an educational, teaching-focused, student-facing role 

is challenging for many. Repositioning from an expert to a learner, teaching faculty require 

support to integrate their discipline-specific expertise with SoTL. For many, these challenges 

are mostly faced in isolation. Amongst academic staff, teaching is widely perceived as 

secondary to research, with the formal distinction between research and teaching positions 

potentially contributing to the esteem disparity (Ramsden, 2009). Interpreting and negotiating 

this implicit hierarchy may inhibit a new teaching-focused academic from establishing 

support networks. Furthermore, pressure from an increasingly market-driven, corporate 

higher education sector demands student satisfaction, which is predominantly influenced by 

teaching and course organisation rather than the research status of the institution. The 

emphasis of these indicators makes it difficult for teaching faculty to develop in areas, 

including SoTL, which are not directly student-facing. This may be a factor in perpetuating 

institutional bias, with researchers receiving greater rewards through promotion and being 

held in higher regard than teaching faculty (Chalmers, 2011; Ramsden, 2009).   

Problems of isolation do not solely arise from a disparity of esteem. Although there are 

increasing numbers of teaching faculty, due to constraints on campus space, opportunities to 

interact professionally and socially are increasingly infrequent. Offices can be distant and 

with courses increasingly delivered online, teaching faculty can find themselves working in a 

largely solitary manner which affects collegiality, collaboration, and consequently, 

productivity. 
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Faculty Learning Communities (FLC) were originally created at Miami University in the 

United States to support professional development by engaging faculty in collaboration and 

discussion (Cox, 2004). Based on the communities of practice concept first described by 

Lave and Wenger (1991) and underpinned by a social theory of learning (Wenger, 2009), 

FLCs are a group of individuals who work and learn collectively, based on a shared 

commitment of engagement to achieve mutual understanding of a shared concern or interest. 

However, while the implementation of a community of practice can vary significantly (Li et 

al., 2009), FLCs are time-limited and follow defined criteria (Cox, 2004).   

FLCs are constructed around a set of definitions and rules, decided and agreed upon within 

the group, and define their success based on the achievement of a set of predetermined 

outcomes. FLCs are recognised to be effective in supporting staff development by creating an 

environment where participants feel safe to share anxieties and concerns regarding an area of 

practice. Participants are secure in an atmosphere of trust and non-competition that exists 

within the FLC (Chang, 2017).   

Often topic or cohort-based, the success of an FLC is ultimately measured by the value it 

brings to its members through a collective process of learning. FLCs are used widely to 

support a range of initiatives, but have been particularly successful in supporting faculty 

development, particularly those in early stages of their careers (Cox, 2004), and to support 

the integration of new academics (Cullen and Harris, 2008; Wade, 2004). FLC participants at 

Miami University were more successful in promotion, engaged in pedagogical innovation and 

curriculum development, and translated these benefits to improved teaching and student 

learning (Cox, 2004). The success is further evidenced by the scale of FLC membership at 

Miami University (Cox, 2013) and their widespread integration at an institutional level. FLCs 

have been adopted beyond North America, with one of the earliest UK FLCs formed at the 
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University of Glasgow in 2006. Again, using the Miami model, this FLC empowered 

academics to successfully embrace a new job category with an expectation of SoTL 

(MacKenzie et al., 2010). 

SoTL engagement can be particularly troublesome for early faculty and FLCs have been used 

widely to support this, positioning faculty as learners. FLCs can directly support members to 

overcome the practical obstacles to generate successful research projects through the strength 

of collaboration (Dich et al., 2017). The FLC in this context provides the space to learn from 

and support group members to develop their scholarship projects (Cox, 2003; Richlin and 

Cox, 2004). 

The impact of the FLC is not restricted to staff development; topic-based FLCs have been 

described to support outcomes for a range of pedagogical innovations. Ward and Selvester’s 

topic-based FLC (2012), supported faculty to adopt a new pedagogical framework designed 

to promote an accessible learning environment for all students.  

In this article, we describe how an FLC can support the transition of teaching-focused faculty 

from a previous area of expertise to the establishment of a new academic identity, through a 

new community of practice. The aims of this study were to understand the challenges faced 

by staff moving into teaching-focused roles with an expectation of scholarship, and to 

evaluate the effectiveness of the FLC as a valid way to support this. In addition, we explore 

the impact the FLC had on members and evaluate its implementation and effectiveness to 

support this challenging transition. The inductive approach adopted reveals novel insight into 

this transition for faculty and highlights the necessity for institutional-led support. 

 

Methodology and Methods 
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The FLC based its structure on a model developed by Cox (2004). This current study takes an 

interpretivist approach, using authentic accounts of participant experience, while utilising a 

participatory action research approach - a form of qualitative inquiry that focuses on 

reflection for data collection and action as the outcome (Baum et al., 2006). This was deemed 

most suitable as a necessary outcome from this study was to implement change, which is the 

aim of action research. 

Recruitment 

A purposive sampling method (Patton, 2015) was used to recruit participants. Teaching 

faculty were invited by email to apply to join the FLC if they met inclusion criteria: 

employed as teaching faculty and enrolled in a progression and promotion programme. 

Qualifying applicants were sent an agreement detailing the aims and desired outcomes of the 

FLC and the commitment required of members. This resulted in an FLC of seven members: 

three from life sciences, three from medicine and one from veterinary medicine. 

Structure of the FLC 

FLC design largely followed the ‘Miami FLC’ described by Cox (2004), which was chosen 

for its highly structured, goal-oriented, time-limited nature (Table 1). Meetings were once a 

month over a one-year period, with the first and last being half-day retreats. Table 1 shows 

the model we adopted largely adhered to the recommendations for an effective FLC, although 

in contrast to the Miami model, this FLC did not have a facilitator; all decisions regarding 

content and activities were decided by group consensus.  

[Table 1 near here] 
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Members were expected to attend and participate in all meetings, including the design and 

delivery of activities. They were asked to keep a reflective diary, participate in focus groups 

and contribute to the publication of the study. 

Data collection and analysis 

As the aim was to understand whether an FLC represented a useful model for faculty who 

feel they need support for scholarship and career development, a qualitative study was used. 

Consistent with a qualitative approach, experiences of participants were collected before, 

during and at the conclusion of the FLC using focus groups and reflective diaries. Focus 

groups were chosen to accurately reflect the interactive discourse of the FLC. The focus 

group explored members’ (i) current understanding and support for scholarship, (ii) the 

perceived value of their role as a practitioner of SoTL, and (iii) why they joined the FLC. The 

second focus group asked how the FLC shaped how they viewed themselves as faculty 

members and scholars. An experienced academic acted as an independent moderator, having 

no bias in the process. Reflective diaries were used to capture unprompted individual 

perspectives without the influence of the community. Members were encouraged to use their 

diaries at the conclusion of each meeting. This dual approach allowed us to analyse changes 

to the perspectives of participants across the FLC duration. The data sets formed the basis for 

an inductive thematic analysis (Braun and Clarke, 2006). It should be acknowledged that the 

FLC members, as the researchers, would have influenced the data set with their 

preconceptions. However, within the context of action research, this should not be 

unexpected or seen as a limitation of the themes generated. Systematic coding, by organising 

keywords and phrases into codes, resulted in four themes (Table 2). 

[Table 2 near here] 
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Results and discussion 

Crucial factors for a successful FLC 

Importance of the first retreat & recognition of shared concerns 

The FLC experience for members was overwhelmingly positive. A safe, supportive 

environment was generated within the first hours of the initial retreat. Members quickly 

recognised shared concerns, fears and anxieties regarding scholarship, establishing a 

connection that provided an immediate sense of relief. 

‘we are all sort of unsure of how to do scholarship, and we don’t have the confidence to do it, 

as it’s so different from our research careers’ 

The cross-faculty membership resulted in an FLC whose members were close enough in 

academic discipline and overarching governance to understand the practicalities of engaging 

in and performing relevant SoTL, but sufficiently diverse in professional roles to capture a 

range of perspectives and experience. 

Attendance 

Monthly meeting attendance was 97%, reflecting the importance individuals placed on 

reconnecting every month. Other FLCs have noted the difficulty to achieve consistently high 

attendance; in some cases splitting the group to accommodate members’ timetables (Ward 

and Selvester, 2012). Several factors in our FLC may have contributed to this impressively 

high attendance. Firstly, an agreement was signed, recognising the importance of attendance. 

This could have provided an extra level of commitment that other voluntary groups do not 

experience, leading to a sense of obligation, despite most members not having met prior to 

the FLC. Secondly, members valued the importance and relevance of the group support, 

recognising that it had been absent beforehand. This sense of value was in turn influenced by 
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other factors discussed below. High attendance therefore appears to be a direct effect of our 

FLC model, as well as necessary to its success.  

Group Size 

The small size of the FLC was also a determinant of its success: there was a strong sense that 

missing a meeting would let members down. Larger groups could sustain occasional 

absences, however non-attendance in smaller groups has greater impact. As the group quickly 

developed a sense of cooperation, collaboration and mutual respect, this heightened the 

importance of attendance. The small size also gave everyone a voice to share and discuss 

experiences which could be diminished in a larger group.  

Fixed Timescale & Specific Aims 

The importance of a fixed time scale, specific aims and achievable outcomes provided greater 

focus on the purpose of the FLC. Furthermore, each member’s role in achieving the 

objectives and content of each meeting to support the aims and outcomes was established 

early and by consensus.  

The effectiveness of this FLC allowed for rich discourse and reflection, establishing four 

themes for further discussion: 

 

Confidence to engage in scholarship through shared experiences 

Over the period of this FLC, members’ increased engagement with scholarship was 

evidenced by an increase in their scholarly outputs (Table 3). This FLC provided a space for 

members to engage in all steps of SoTL, from idea to manuscript, including this study. 

Increased activity in conference presentations and posters, reflects an increase in SoTL. The 
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increased dissemination of members’ scholarship provided greater networking opportunities 

and raised their professional profiles as scholarship practitioners. Importantly, a number of 

scholarly initiatives occurred within the university as a result of the FLC, at scholarship away 

days and seminar programmes, which indirectly helped raise the profile of scholarship within 

departments and more broadly across the university.  

[Table 3 near here] 

A general sense of anxiety and fear to engage with scholarship was a shared experience of all 

members upon joining the FLC.  

‘I do feel less anxious, and it's been really nice to hear some people saying things that I feel 

exactly the same myself’ 

The impact of the FLC on members’ approaches to scholarship was evident from the 

beginning with relief and optimism expressed by members, realising shared concerns. 

‘I have actually been amazed about how similar all of our experiences are, we're literally all 

going through the same thing on a day-to-day basis, with the same concerns’ 

Engaging in new methodologies and literature in the social sciences is challenging for those 

from an empirical research background. All FLC members were highly trained in their 

previous discipline, however engaging with SoTL was not accompanied by similar training. 

 

This FLC facilitated scholarship in many ways. Collective ‘brainstorming’ of ideas, 

critiquing research proposals and reviewing conference submissions were all practical 

measures employed by the FLC. Invited speakers with experience in SoTL provided 

additional support. Through the mutual support of the FLC, members found space to share 

anxieties, resources and ideas, producing a positive change in mindset regarding scholarship. 

The FLC helped overcome the preconceived bias of members’ abilities – even though the 

majority had published scientific research previously, they did not believe they had the skills 

to produce high quality SoTL outputs. 
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‘I also, yeah, feel more positive, that already ideas are coming about how we can develop, 

and work together, and support each other’ 

The previous Glasgow FLC (MacKenzie et al., 2010) showed a similar effect on scholarship 

engagement and used social capital theory to explain how cooperation and collaboration 

result from a social organisation. Social capital theory contends that gains can be made 

through ‘investment’ in human relationships (Portes, 1998). MacKenzie contended that the 

‘bonding, bridging and linking’ aspects of social capital generated through an FLC were 

pivotal to the generation of scholarly outputs. In higher education, Benbow and Lee (2018) 

applied social capital to improved professional practice through direct or indirect generation 

of resources to support outputs, and stressed the importance of support for teaching-focused 

social ties at an institutional level. 

 

Bridging the liminal space between a community of research and a community of 

scholarship 

A unifying challenge for FLC members was the move to a teaching and scholarship role from 

a previous community of STEM research or clinical practice, where their role was well-

defined, and their expertise recognised and valued. Many were concerned that this change to 

a teaching career was viewed as a demotion, or for those who failed in research. 

‘…moving from research to LT&S [learning teaching and scholarship] track is viewed as a 

step down. In my view, this is re-enforced by the terminology of research v scholarship’ 

This change of identity resulted in a liminal experience of confusion and isolation and loss of 

self-esteem, which was exacerbated by the notion that teaching roles in a research-focused 

university are undervalued. 

‘... that relates back to our job, again, as, you know, a lecturer in learning and teaching.  And 

I don't think that we are valued to the same extent as, you know, lecturers who are in research’ 
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For some members, this liminality resulted in stress and anxiety. Described by Turner (1967), 

liminality is the phase when individuals transition from one state to another, resulting in loss 

of self-esteem and perceived value within an institution. Bridging the liminal space involves a 

transformative experience where previous discipline-specific experience can be reframed and 

shifted into a new role (Kiley and Wisker, 2010). As individuals move through a period of 

liminality, they are no longer the same people they were when they first took on their 

learning and teaching role; a threshold is crossed, and they are now emerging as scholars with 

a new identity. 

‘We are not the same people in our approach to our scholarship’ 

The liminal space is often experienced when moving from novice to expert, or from a lower 

to a higher position, through promotion or progression and can cause concern and anxiety. 

Likewise, the experience of moving from expert (research/clinical) to novice (SoTL) in this 

FLC was equally troublesome. Webb and Tierney (2019) described a similar state of 

liminality for academics from STEM backgrounds as they engaged with aspects of SoTL, 

such as the language of educational literature and different methodological approaches. 

Similarly, Simmons et.al., (2013) viewed developing a SoTL identity as a liminal journey, 

describing the unsettling of identity as a crucial step in SoTL engagement. They found it was 

a troublesome time: creating this new academic identity was like “swimming in a sea of 

liminality”. 

This FLC allowed members to embrace a new identity where they recognised they were part 

of a community of novices to scholarship, but with a clearer understanding of their 

legitimacy, career path and value in that role. 

‘this community has provided a lot more empowerment to challenge that view and it’s given me 

the strength to push scholarship as an equally valid form of investigation and part of one’s job 

as research.’ 
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Creating a sense of belonging supports collegiality 

Whilst transitioning into a new teaching role, members found themselves isolated and 

working independently, often without guidance or mentorship, making the shift to new 

expertise challenging. In their previous roles, members worked as part of a team with 

common goals, supervisory guidance and mentoring. They were experts within their field and 

comfortable working with others within that community. In this study, it was clear that FLC 

members, as teachers, worked largely in isolation from peers and colleagues.  

‘I have always felt isolated in terms of scholarship and how to do it, feeling that I needed 

others to do it.’ 

However, members were quickly able to establish a sense of belonging and a desire to work 

together, support one another and create a community where they felt valued.  

‘I think the increase in self-esteem and confidence comes because we’re sharing it as well. I 

don’t think we would’ve ever got to that level if we were still individuals and working in an 

isolated manner.’ 

The importance of belonging for student success in higher education is well-recognised 

(Thomas, 2012), however there has been relatively little focus on its importance to 

academics’ sense of value and productivity. A study of new tenure track academics by 

Trower and Bleak (2004) identified a major source of dissatisfaction with their role was a 

perceived lack of community. Terosky and Heasley (2015) describe the importance placed on 

a sense of community and collegiality for teaching faculty who primarily work on-line, 

particularly their need for a community to share their perspectives regarding teaching. 

Belonging relates to a sense of feeling accepted, valued and connected to an institution 

(Thomas, 2012) and is a key component of Wenger’s communities of practice (2009), where 

learning is participatory and not a solo activity. The benefits of belonging, such as improved 
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academic outcomes, increased motivation, managing stress and raising self-esteem (Allen and 

Bowles, 2012) were experienced by all members of this FLC.  

‘the biggest impact is self-esteem, I think. Feeling more like I’m not only capable but maybe 

competent at what I’m doing and realising that I’m probably a bit better at scholarship than I 

thought I was. And the community support has helped that increase in self-esteem' 

Linked with a sense of belonging is collegiality. Collegiality is seen between colleagues who 

value each other's contributions, share common goals and cooperate to achieve them (Gappa 

et al., 2007). In higher education, early career staff deem collegiality to be an important part 

of their development but this has declined across the sector in recent years (Gappa et al., 

2007; Terosky and Heasley, 2015). This may be due to increased workloads and pressure to 

progress, which may not foster a sense of cooperation. The isolation described by this FLC 

was felt to be a major contributory factor to the absence of a sense of belonging and the 

decline in collegiality seen more broadly. The sense of community provided by the FLC, 

along with the shared ownership, needs fulfilment, and emotional connectivity (MacMillan 

and Chavis, 1986), was an essential element of the FLC’s success in bridging the transition to 

scholarship. 

‘Being able to share ideas and potentially work together also feels exciting as you could have 

more of an impact … and you have the support of someone to work through any issues with’ 

Overall, the FLC created a sense of community for members and helped build their 

confidence to work together to achieve common goals and move forward as confident SoTL 

practitioners. Consequently, the FLC fostered a sense of belonging and collegiality which 

supported members with their personal and professional development, motivating them to 

take on new work and scholarly activities with reduced anxieties. 

 

Parity of scholarship and research 
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The transition from research in a prior discipline to teaching and SoTL for FLC members 

made the disparity between teaching and research immediately apparent, confirming the gap 

in reputation, value and recognition between research and teaching. 

‘Because we're, our research is scholarship, and we're teachers, and I don't think that, 

fundamentally, we are valued in the same way’ 

Adapting to a new area of expertise in SoTL, together with loss of identity and prestige from 

their previous role, reinforced the lower regard for teaching faculty in higher education 

(Blackmore et al., 2016; Lemass and Stace, 2010) despite often greater financial 

contributions from teaching relative to research (HESA, 2014-2019; 2019).  

 

Increasingly greater focus is given to measurable indicators of success, such as student 

satisfaction surveys and league tables, rather than evidence-based teaching supported through 

SoTL. External funding for SoTL is generally lower than scientific research and the impact 

factor of educational research is perceived as less significant. Tierney (2019) highlights the 

challenges faced for teaching faculty in life sciences attempting to engage in SoTL, in an 

environment with no infrastructure (time, money, training and recognition) to support it. 

Frameworks to measure the quality of teaching (for example in the UK, the Teaching 

Excellence Framework) potentially exacerbate the tension-filled space between research and 

teaching, while the impact and status of SoTL remains lower than scientific research for 

participants (Perkins, 2019). 

 

There are increasing numbers of academics employed in teaching-focused roles in higher 

education within the UK. From 2016/17 to 2017/18 there was an increase of almost 9% in 

teaching-only contracts (HESA, 2019). This formal distinction between research and teaching 

roles may be fuelling the esteem disparity (Ramsden, 2009), with researchers receiving 
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greater recognition, accelerated progression and being held in higher regard than teaching-

focused academics (Chalmers, 2011). 

‘if you're on the research track, then generating grant income is quite key, and if you're 

generating a lot of grant income, you are gonna get promoted quite quickly’ 

If universities wish to restore parity between discipline-specific research and SoTL, there 

needs to be a shift to a learning organisation that fosters connection of its members, 

emphasising the importance of the whole and not the part, through team learning, networks 

and collaboration (Shulman et al., 2004). As already discussed, this FLC raised the profile of 

SoTL for its members and through their increased outputs, more broadly across departments. 

However, FLCs designed to bring researchers and SoTL practitioners together could not only 

generate greater expertise for members but, more importantly, could promote partnerships 

and a stronger understanding and appreciation of each other’s role, impacting on collegiality 

and learning. 

The FLC confirmed to members that despite the lack of parity, their scholarship ideas and 

activities were valid, and that SoTL has immediacy and relevance for their practice and the 

student experience. 

‘I feel that now as a lecturer on the teaching and scholarship track that we are just as 

valuable, in fact maybe more valuable in terms of recruiting students to the university, and 

that we have an awful lot to offer in terms of actually supporting the research people to 

deliver good teaching’ 

Blackmore et al. (2016) suggests that the impact of research on teaching should be evidenced, 

and likewise, teaching should demonstrate how research has been incorporated. However, 

while ‘SoTL occupies a liminal space within the academy, both officially endorsed and 

dismissed’(Manarin and Abrahamson, 2016) relative to research, the introduction of FLCs at 
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an institutional level might provide the bridge to connect research and teaching in higher 

education (Shulman et al., 2004).  

 

Conclusion 

This paper strongly supports the broad introduction of FLCs in higher education to support 

the transition to SoTL. Despite the disparity between research and scholarship, the FLC was a 

source of renewed optimism to engage in SoTL and, through increased dissemination, raised 

the profile of scholarship within the university. This FLC created a space for positivity, 

creativity and collegiality with a demonstrable impact on staff productivity, career 

development and well-being. Participation in an FLC, can further knowledge exchange, 

institutional policy development, and provide nodes for innovation to lead transformative 

institutional strategies and visions. Importantly, the impact of our FLC extended beyond its 

members: the FLC was used to support policies on progression pathways, and a guide was 

produced to support those starting a new FLC. In future it is hoped the FLC model will 

embed institutionally as an integrated part of academic support. While substantial, the real 

impact of the FLC in bridging the transition to SoTL will be determined by addressing 

whether the benefits of FLC participation are sustained by investigating whether members 

continue to engage with SoTL and increase their visibility as SoTL practitioners within and 

beyond their institution without the FLC. Our FLC has since resulted in links beyond our 

institution, offering the potential to investigate inter-institutional FLCs designed to support 

mid-career progression and collaborative SoTL projects. These could also enhance the 

external visibility of SoTL practitioners. Such studies will help to understand whether FLCs 

represent a valid vehicle for change with the potential to transform individuals, institutions 

and the SoTL field.  

 



19 
 

Acknowledgements 

We dedicate this paper to the memory of Jane MacKenzie. We acknowledge the support of Maureen 

Bain, Joanne Burke, Jill Morrison and Anne Tierney. We also acknowledge the encouraging dialogue 

established with the ‘Edinburgh Napier University Faculty Learning Community’. The creation of the 

FLC was supported by the Wellcome Institutional Strategic Support Fund (ISSF) Network and Event 

Fund. 

 

Declaration of Interest Statement 

The authors declare that they have no competing interests. 

 

Notes on contributors 

Dr Emma Bailey is a lecturer in anatomy at the University of Glasgow. 

ORCiD 0000-0003-3826-9956 

Dr Louise Miller is a lecturer in physiology at the University of Glasgow.  

ORCiD 0000-0002-2877-0811 

Dr Ashley Le Vin is a lecturer in zoology at the University of Glasgow.  

ORCiD 0000-0001-5163-7990 

Dr Katherine Price is a lecturer in physiology at the University of Glasgow. 

ORCiD 0000-0002-2884-2993 

Dr Sharon Sneddon is a lecturer in embryology at the University of Glasgow. 

ORCiD 0000-0001-9767-4180 

https://orcid.org/0000-0003-3826-9956
https://orcid.org/0000-0002-2877-0811
https://orcid.org/0000-0001-9767-4180


20 
 

Dr Genevieve Stapleton is a senior lecturer in cell biology at the University of Glasgow. 

ORCiD 0000-0002-7493-5277 

Ms Lissann Wolfe is a veterinary clinical skills lecturer at the University of Glasgow. 

ORCiD 0000-0002-4407-2079 

 

References 

Allen, K. A., & Bowles, T. (2012). Belonging as a guiding principle in the education of 

adolescents. Australian Journal of Educational and Developmental Psychology, 12, 108-119. 

https://www.newcastle.edu.au/__data/assets/pdf_file/0016/100267/V12_allen_-and-

_bowles.pdf 

Baum, F., MacDougall, C., & Smith, D. (2006). Participatory action research. Journal of 

Epidemiology and Community Health, 60(10), 854-857. 

https://doi.org/10.1136/jech.2004.028662  

Benbow, R. J., & Lee, C. (2018). Teaching-focused social networks among college faculty: 

exploring conditions for the development of social capital. Higher Education, 78(1), 67-89. 

https://doi.org/10.1007/s10734-018-0331-5  

Blackmore, P., Blackwell, R., & Edmondson, M. (2016). Tackling wicked issues: Prestige 

and employment outcomes in the Teaching Excellence Framework.  Higher Education Policy 

Institute. https://www.hepi.ac.uk/wp-content/uploads/2016/09/Hepi_TTWI-Web.pdf  

Boyer, E. L. (1990). Scholarship reconsidered: Priorities of the professoriate. (Report No. 

ISBN-O-931050-43-X) Princeton University Press. 

https://files.eric.ed.gov/fulltext/ED326149.pdf   

https://www.newcastle.edu.au/__data/assets/pdf_file/0016/100267/V12_allen_-and-_bowles.pdf
https://www.newcastle.edu.au/__data/assets/pdf_file/0016/100267/V12_allen_-and-_bowles.pdf
https://doi.org/10.1136/jech.2004.028662
https://doi.org/10.1007/s10734-018-0331-5
https://www.hepi.ac.uk/wp-content/uploads/2016/09/Hepi_TTWI-Web.pdf
https://files.eric.ed.gov/fulltext/ED326149.pdf


21 
 

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research 

in Psychology, 3(2), 77-101. https://doi.org/10.1191/1478088706qp063oa  

Chalmers, D. (2011). Progress and challenges to the recognition and reward of the 

scholarship of teaching in higher education. Higher Education Research & Development, 

30(1), 25-38. https://doi.org/10.1080/07294360.2011.536970  

Chang, M. K. (2017). Re-evaluating collegiality: Relationality, learning communities, and 

possibilities. Policy Futures in Education, 16(7), 851-865. 

https://doi.org/10.1177/1478210317722285  

Cox, M. D. (2003). Fostering the scholarship of teaching through faculty learning 

communities. Journal on Excellence in College Teaching, 14(2/3), 161-198.   

Cox, M. D. (2004). Introduction to faculty learning communities. New Directions for 

Teaching and Learning, 97, 5-23. https://doi.org/10.1002/tl.129  

Cox, M. D. (2013). The impact of communities of practice in support of early-career 

academics. International Journal for Academic Development, 18, 1-13. 

https://doi.org/10.1080/1360144X.2011.599600  

Cullen, R., & Harris, M. (2008). Supporting new scholars: A learner-centered approach to 

new faculty orientation. Florida Journal of Educational Administration and Policy, 2(1), 17-

28. https://files.eric.ed.gov/fulltext/EJ902995.pdf 

Dich, L., Brown, K. M., Kuznekoff, J. H., Conover, T., Forren, J. P., & Marshall, J. (2017). 

Growing lemon trees from lemons: lessons reaped from a SoTL faculty learning community’s 

research "failures”. Journal of the Scholarship of Teaching and Learning, 17(4), 1-16. 

https://doi.org/10.14434/josotl.v17i4.21377  

https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1080/07294360.2011.536970
https://doi.org/10.1177/1478210317722285
https://doi.org/10.1002/tl.129
https://doi.org/10.1080/1360144X.2011.599600
https://files.eric.ed.gov/fulltext/EJ902995.pdf
https://doi.org/10.14434/josotl.v17i4.21377


22 
 

Gappa, J. M., Austin, A. E., & Trice, A. G. (2007). Rethinking faculty work: Higher 

education’s strategic imperative. Nolan Wiley & Sons Inc.  

HESA. (2014-2019). What is the income of HE providers? Higher Education Statistics 

Agency. https://www.hesa.ac.uk/data-and-analysis/finances/income# 

HESA. (2019). Who's working in HE? Higher Education Statistics Agency. 

https://www.hesa.ac.uk/data-and-analysis/staff/working-in-he 

Hubball, H. T., & Burt, H. (2006). The scholarship of teaching and learning: theory–practice 

integration in a faculty certificate program. Innovative Higher Education, 30(5), 327-344. 

https://doi.org/10.1007/s10755-005-9000-6  

Kiley, M., & Wisker, G. (2010). Learning to be a researcher: The concepts and crossings. 

Threshold concepts and transformational learning. In J.H. F Meyer, R. Land, & C. Baille 

(Eds.), Threshold Concepts and Transformational Learning (pp. 399-414). Brill Sense. 

Lave, J., & Wenger, E. (1991). Situated learning: legitimate peripheral participation. 

Cambridge University Press.   

Lemass, B., & Stace, R. (2010). Towards teaching and research parity. Perspectives: Policy 

and Practice in Higher Education, 14(1), 21-27. https://doi.org/10.1080/13603100903292557  

Li, L. C., Grimshaw, J. M., Nielsen, C., Judd, M., Coyte, P. C., & Graham, I. D. (2009). 

Evolution of Wenger's concept of community of practice. Implementation Science, 4(1), 11. 

https://doi.org/10.1186/1748-5908-4-11 

MacKenzie, J., Bell, S., Bohan, J., Brown, A., Burke, J., Cogdell, B., Jamieson, S., McAdam, 

J., McKerlie, R., Morrow, L., Paschke, B., Rea, P., & Tierney, A. (2010). From anxiety to 

https://www.hesa.ac.uk/data-and-analysis/finances/income
https://www.hesa.ac.uk/data-and-analysis/staff/working-in-he
https://doi.org/10.1007/s10755-005-9000-6
https://doi.org/10.1080/13603100903292557
https://doi.org/10.1186/1748-5908-4-11


23 
 

empowerment: a learning community of university teachers. Teaching in Higher Education, 

15(3), 273-284. https://doi.org/doi:10.1080/13562511003740825  

Manarin, K., & Abrahamson, E. (2016). Troublesome knowledge of SoTL. International 

Journal for the Scholarship of Teaching and Learning, 10(2). 

https://doi.org/https://doi.org/10.20429/ijsotl.2016.100202  

McMillan, D. W., & Chavis, D. M. (1986). Sense of community: A definition and theory. 

Journal of Community Psychology, 14, 6-23. https://doi.org/doi:10.1002/1520-

6629(198601)14:1<6::AID-JCOP2290140103>3.0.CO;2-I  

Naidoo, R. (2003). Repositioning higher education as a global commodity: Opportunities and 

challenges for future sociology of education work. British Journal of Sociology of Education, 

24(2), 249-259. https://doi.org/10.1080/01425690301902  

Patton, M. Q. (2015). Qualitative research and methods: Integrating theory and practice. 

SAGE Publications.   

Perkins, G. (2019). The teaching excellence framework (TEF) and its impact on academic 

identity within a research-intensive university. Higher Education Policy, 32(2), 297-319. 

https://doi.org/10.1057/s41307-018-0082-z  

Portes, A. (1998). Social capital: Its origins and applications in modern sociology. Annual 

Review of Sociology, 24(1), 1-24. https://doi.org/10.1146/annurev.soc.24.1.1  

Ramsden, P. (2009). Reward and recognition of teaching in higher education; A 

collaborative investigation. Advance HE. 

https://www.heacademy.ac.uk/system/files/reward_and_recognition_interim_2.pdf 

https://doi.org/doi:10.1080/13562511003740825
https://doi.org/https:/doi.org/10.20429/ijsotl.2016.100202
https://doi.org/doi:10.1002/1520-6629(198601)14:1%3c6::AID-JCOP2290140103%3e3.0.CO;2-I
https://doi.org/doi:10.1002/1520-6629(198601)14:1%3c6::AID-JCOP2290140103%3e3.0.CO;2-I
https://doi.org/10.1080/01425690301902
https://doi.org/10.1057/s41307-018-0082-z
https://doi.org/10.1146/annurev.soc.24.1.1
https://www.heacademy.ac.uk/system/files/reward_and_recognition_interim_2.pdf


24 
 

Richlin, L., & Cox, M. D. (2004). Developing scholarly teaching and the scholarship of 

teaching and learning through faculty learning communities. New Directions for Teaching 

and Learning, 97, 127-135. https://doi.org/10.1002/tl.139  

Shulman, G. M., Cox, M. D., & Richlin, L. (2004). Institutional considerations in developing 

a faculty learning community program. New Directions for Teaching and Learning, 41-49. 

https://doi.org/10.1002/tl.131  

Simmons, N., Abrahamson, E., Deshler, J.M., Kensington-Miller, B., Manarin, K., Morón-

García, S., Oliver, C., & Renc-Roe, J. (2013). Conflicts and configurations in a liminal space: 

SoTL scholars’ identity development. Teaching & Learning Inquiry, 1(2), 9-21. 

https://doi.org/10.20343/teachlearninqu.1.2.9. 

Terosky, A. L., & Heasley, C. (2015). Supporting online faculty through a sense of 

community and collegiality. Online Learning, 19(3), 147-161. 

https://files.eric.ed.gov/fulltext/EJ1067522.pdf 

Thomas, L. (2012). Building student engagement and belonging in higher education at a time 

of change. Advance HE. 

https://www.heacademy.ac.uk/sites/default/files/resources/What_works_final_report.pdf 

Tierney, A. (2019). The scholarship of teaching and learning and pedagogic research within 

the disciplines: should it be included in the research excellence framework? Studies in Higher 

Education, 45(1), 176-186. https://doi.org/10.1080/03075079.2019.1574732  

Trower, C. A., & Bleak, J. L. (2004). The study of new scholars. Tenure-track faculty job 

satisfaction survey. Race: Statistical report (Universities). Harvard Graduate School of 

Education. Cambridge, MA.  https://coache.gse.harvard.edu/files/gse-coache/files/coache-

race.pdf 

https://doi.org/10.1002/tl.139
https://doi.org/10.1002/tl.131
https://doi.org/10.20343/teachlearninqu.1.2.9
https://files.eric.ed.gov/fulltext/EJ1067522.pdf
https://www.heacademy.ac.uk/sites/default/files/resources/What_works_final_report.pdf
https://doi.org/10.1080/03075079.2019.1574732
https://coache.gse.harvard.edu/files/gse-coache/files/coache-race.pdf
https://coache.gse.harvard.edu/files/gse-coache/files/coache-race.pdf


25 
 

Turner, V. (1967). Betwixt-and-Between: The Liminal Period in Rites de Passage. In The 

forest of symbols: aspects of Ndembu ritual. Cornell University Press.   

Wade, A. C. (2004). Faculty learning communities and teaching portfolios as a mentoring 

model. Academic Leadership: The Online Journal, 2(4). 

https://scholars.fhsu.edu/alj/vol2/iss4/7   

Ward, H. C., & Selvester, P. M. (2012). Faculty learning communities: improving teaching in 

higher education. Educational Studies, 38(1), 111-121. 

https://doi.org/10.1080/03055698.2011.567029  

Webb, A. S., & Tierney, A. M. (2019). Investigating support for scholarship of teaching and 

learning; we need SoTL educational leaders. Innovations in Education and Teaching 

International, 57(5), 613-624. https://doi.org/10.1080/14703297.2019.1635905  

Wenger, E. (2009). Contemporary theories of learning. Learning theorists… in their own 

words (K. Illeris, Ed.). Routledge. 

 

https://scholars.fhsu.edu/alj/vol2/iss4/7
https://scholars.fhsu.edu/alj/vol2/iss4/7
https://doi.org/10.1080/03055698.2011.567029
https://doi.org/10.1080/14703297.2019.1635905

	Enlighten Accepted coversheet.pdf
	235781

