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Social media, lecturer identity work and the good teacher
This paper analyses the challenges that lecturers experience as they adopt new technologies in their pedagogical practices focussing on their professional identity. Notions of ‘economies of performance’ and ‘ecologies of practice’ and the concept of liminality are employed to understand this identity work. The paper illustrates how lecturers welcomed the potential of the web, despite the possible challenge to their authority. Although some lecturers found the process of changing their pedagogical practices risky and uncertain, they appeared to accepted these feelings if they believed that the innovation was likely to improve their students’ learning experiences.
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Introduction 
The challenges of encouraging lecturers in higher education to adopt technology are frequently noted within the academic development community (Brown 2013; Newland & Boyles 2014). The reasons for lecturers’ reluctance are reported to be the additional pressure on their time or limited technical skills (USISA 2014). Yet higher education institutions are doing much to support skill development and pressures such as employability and external audits encourage lectures and institutions to make technology use a priority (QAA 2014, Chatterton & Rebbeck 2015). Although time is a precious commodity and one that limits lecturers’ ability to undertake new activities, could there be deeper reasons for this resistance to taking up new technology that goes beyond reasons of time and skills?  This paper sets out to understand the identity work that lecturers engage in as they taken on web based tools. By understanding this identity work academic developers will better placed to support the reluctant majority to take up new tools and practices.
One potential barrier to uptake. is the web’s ability to challenge traditional academic ways of knowing (e.g.Newland & Byles 2014, Veletsianos 2012). Indeed Beetham, McGill and Littlejohn (2009) have called it a paradigm shift in that these web tools allow more egalitarian forms of knowledge generation and participation. For instance rigour in methodology is critically important for traditional academic ways of making knowledge claims, but is less important in the online world where openness and connectivity are the dominant imperatives (Fenwick 2014). Given the ease with which students can access the huge reservoir of knowledge available via the web it might appear that lecturers could feel anxious or reluctant to make use of social media because of their potential to undermine their status and authority. As Bayne has destabilized’ classrooms, engaging in spaces and practices which are disquieting, disorienting, strange, anxiety-inducing, uncanny” (2010, p. 6). 
Web tools and practices are emerging and changing so are difficult to define. However, the new and radically different nature of some web tools is that they facilitate participation and collaboration in knowledge building activities and thus have the potential for democratic and participative styles of teaching and learning activities (Newland & Byles 2014). The term social media includes not just the tools and content (such as photos, videos, other forms of information, tags) but also the way that it is used to establish and maintain new connections and communities. Figure 1 illustrates this interplay between technology, content and new ways of connecting.  Although technology is the catalyst for the changes considered here, the paper is not concerned with the technology or the pedagogy associated with online teaching, but with the identity work performed by lecturers when they adopt these tools in their practices and in particular, that is how access to knowledgeable others and sources made possible on the internet shapes how lecturers feel about themselves and their authority. 
The paper starts to understand the experiences of lecturers those who have responsibility for delivering teaching, learning and assessment in a single higher education institution in the UK. I use ‘teacher’ in some parts of the paper and when drawing on literature which uses this terminology rather than lecturer, or when talking about an aspect of a lecturer’s identity that relates to their identity as a teacher in higher education rather than the researcher or administrator parts of their role.  

Figure 1 Social Media Triangle (Ahlqvist, Bäck, Halonen, and Heinonen, 2008, p. 14)

Much attention has been focussed on students’ perspectives on using social media (White 2009; Committee of Inquiry 2009) but there is a paucity of literature which focuses on the lecturers’ perspectives on using social media in teaching (Attwell and Hughes 2010, Veletsianos 2012). Where there has been research into lecturers making changes with technology, the focus has been on the use of the tools to support increased activity and student engagement (Kirkwood and Price 2013; Newland and Byles 2014). In addition there has been some focus on how academics make use of social media as a new form of scholarship rather than teaching and learning practices (Kirkup 2010, Costa 2014, Veletsianos 2012). Ross et al. (2014) focus on teaching within MOOCs (massive open online courses which often make use of social media) and the changed nature of teacher’s role and identity. However the scale of the MOOC is what structures and characterises the teaching relationship and influences changes in teacher identity (Ross et al. 2014) whereas in conventional closed courses there is a much closer relationship between students and the teacher, and this is my focus here. Hence this paper aims to contribute to an understanding of how lecturers experience making changes in their teaching whist working in these relatively new teaching spaces within closed courses (rather than MOOCs). Its focus is not however the pedagogical practices but rather the identity work that lecturers participate as they move into new online ways of teaching

Identity work and liminality
In this article I will be drawing on two interconnected theories to frame my analysis. Firstly, my analysis is informed by post-modern notions of identity. As Barnett (2007) has argued, universities are organisations characterised by “super complexity” and the contemporary academic experiences and navigates these conflicting pressures of research, course administration, quality assurance processes, student support and performance culture. These pressures give rise to identities that are “continuously ‘under construction’ in contexts that are characterised by indeterminacy, partiality and complexity” (Taylor 2008, p. 29). Similarly Stronach, Corbin, McNamara, Stark and Warne (2002, p. 116) argue that professional identities are made up of ‘mini narratives’ that are “unstable, shifting, sometimes contradictory or expressed as conflicts” and describe these mini narratives as “shards of self-accounting” (p. 116) that are variously mobilised by teachers to account for their response to contemporary teaching initiatives and conditions. I use the term identity work to describe this personal project of constructing and reconstructing one’s sense of self drawing on Clegg’s assertion that “Identity is understood not as a fixed property, but as part of the lived complexity of a person’s project and their ways of being in those sites which are constituted as being part of the academic” (2008, p.329). 
The second theoretical framework employed is the concept of liminality. Liminality originated from anthropology to describe the transitions associated with rites of passage (van Gennup 1960). It has also been related to transitions that occur in societies. The term has been used to theorise aspects of changing identity within education. For instance Meyer and Land (2005) use liminality to describe the conceptual space that students enter and occupy when learning particularly difficult types of knowledge that define their field of study. Whilst Clegg, McManus, Smith and Todd (2006) use it to theorise academic staff and the identity work they experience when innovating in their teaching using technology (e.g. emails with students). In their paper, as in this paper, liminality is used to refer to the unsettled and uncertain states academics experienced as part of adopting new practices. 
Bringing these two frameworks together the paper explores issues of authority, identity management and risk in lecturers who are innovating in their pedagogical practices through the adoption of new teaching and learning tools and seeks to address the following questions:
Do lecturers experience the increased access to knowledge and knowledgeable others made possible through social media as challenging to their authority? 
To what extent do they experience this change as unsettling and risky? 
How do lecturers manage their professional selves when making changes to their pedagogic practices related to use of social media? 

The paper introduces the empirical basis of the study then takes each of these research questions in turn to discuss the findings.
The Study
This paper uses a small-scale phenomenological study into the experiences of lecturers in one university in England to explore the way that lecturers make use of social media in their pedagogical practice. Phenomenology is a methodology that aims to understand a topic through the experiences of the participants and to value the uniqueness of these experiences. Titchen and Hobson (2011) outline two approaches to phenomenology; direct and indirect. In this study a direct approach was taken which involved discussion of participants’ use of technology in their teaching, their motivations for adoption, and the successes and challenges that they encountered and in particular whether they experienced change as risky or liminal.
A purposive sample was used made up of sixteen lecturers (eleven women and five men). My aim in constructing the sample was to identify those at the forefront of adoption of these new online tools from across the case study institution, covering both pure and applied subjects in hard and soft subjects (Lindblom-Ylanne Trigwell, Nevgi & Ashwin 2006). However they were not all enthusiastic innovators, some were much more cautious and sceptical and thus they reflected a range of different inclinations and orientations towards technology, albeit with a bias towards those willing to innovate in their pedagogical practices.  A range of tools was used including institutionally supported products such as within the institutional virtual learning environment, VLE’s[endnoteRef:1] wiki, blog and discussion boards but also open tools such as Facebook, Twitter, Mahara. There were a range of modes in which these tools were used, one was wholly online, but the others combined online teaching tools with face to face contact with their students. I have categorised the type of use as either: [1: ] 

Web supplemented where participation online is optional or
Web dependent where participation online is a compulsory although some face-to-face component is retained or
Fully online where there is no face-to-face component. 
Lecturers were only included in the study if their learning activities involved using the web beyond the VLE. For example students might be exploring knowledge gleaned from the internet and applying this using a group wiki on the VLE. In another example a discussion board within the VLE was used and students worked in groups of mixed health disciplines (pharmacology and physiotherapy) to explore the issues raised by a case study. This work included researching treatment options using internet sources.  Table 1 provides contextual information about the participants.

Table 1 Characteristics of the participants[footnoteRef:1] [1: *The table summarises all participants not all of whom have been quoted in the paper.] 

	Pseudonym 
	Gender
	Faculty
	Subject
Type 
	Nature of the online learning

	Tool 
	Experience of web for teaching and learning 

	Abigail
	female
	Art and Architecture
	Applied soft
	Web  dependent
	Blog and wiki outside VLE
	12 years

	Adrian
	male
	Art and Architecture
	Applied soft
	Web dependent
	Blog outside VLE 

	8 years

	Catherine
	female
	Education 
	Applied soft
	Web dependent
	Blog and wiki outside VLE
	10 years

	Claudia
	female
	Humanities
	Pure soft
	Fully online
	Wiki in VLE
	15 years

	Claire
	Female
	Applied Science
	Applied hard
	Fully online
	Discussion Board in VLE
	10 years

	Crista
	female
	Computing and Engineering
	Applied hard
	Web supplemented
	Discussion Board in VLE
	13 years

	Emily
	female
	Education 
	Pure soft
	Web dependent
	Blog in VLE
	1 year

	Jack
	male
	Computing and Engineering
	Applied hard and applied soft
	Web dependent 
	Eportfolio outside VLE
	15 years

	James
	male
	Human and Health Sciences
	Applied hard
	Web supplemented
	Video sharing service via VLE
	5 years

	Jennifer
	female
	Art Design and Architecture
	Applied soft
	Web dependent
	Wiki outside VLE (or wiki in VLE or social media outside VLE (Facebook) – students choose)
	1 year

	Rachel
	female
	Business
	Applied soft
	Web supplemented
	Wiki in VLE
	1 year

	Rebecca
	female
	Applied Sciences
	Applied hard
	Web supplemented
	Wikis outside VLE
	15 years

	Richard
	male
	Health Sciences
	Applied soft
	Web supplemented
	Wiki in VLE
	8 years

	Stuart
	male
	Health Sciences
	Applied hard
	Web supplemented
	Discussion Board in VLE
	19 years

	Sue
	female
	Humanities 
	Pure soft
	Web dependent
	Blog in VLE 
	6 years

	Wendy
	female
	Applied Sciences
	Applied soft
	Web supplemented
	Social networking outside VLE (Facebook)
	1 years




Interviews generally lasted between an hour and ninety minutes and provided opportunity for in depth discussion. The participants were my colleagues, in that we worked in the same institution. I aimed to build rapport and to position myself as someone who is also engaged in similar teaching and learning developments, working within similar constraints. Indeed personal relationships between the researcher and the interviewees enhanced the data collection process through the intimate nature of the interview, underpinned by principles of anonymity and approaching it as an empathic exchange (Clegg et al. 2006). BERA’s (2011) ethical guidelines were applied (e.g. informed consent, right to withdraw from the research). Pseudonyms have been used in reporting the data to ensure participants’ anonymity. 
Interviews were taped, transcribed and analysed using template analysis (King 2004). The aim of the analysis was to explore identity work undertaken by lecturers as they made these changes in their practice. The phenomenological approach enabled the richness of the data to be explored (Friesen 2008) and the analysis focussed on each individual’s experience rather than on exploring generalisations. Thus the findings illuminate an aspect of the lives of some of the participants, rather than providing a ‘blue print’ for the experiences of all who participated. Mechanisms to support my reflexive awareness were adopted, including awareness of my prior assumptions, on-going reflections and use of a research diary to review my values and beliefs. 

[bookmark: _Toc320043141][bookmark: _Toc334425717]Findings
Authority and expertise
The study’s first question related to how lecturers experienced students’ increased access to knowledge, and knowledgeable others, made possible through the web as challenging to their authority. The study’s findings reveal a complex picture. Some lecturers rejected the notion that greater access to knowledge (and knowledgeable others) undermined their authority. These lecturers welcomed challenges to their authority and recognised that they might expect their students to know more than them:
I’m quite happy with that [my authority might be undermined]. I quite like a debate. I don’t know how many have retail jobs or have experience, but where does the experience lie? They are obviously far more experienced in their subject area. Certainly I felt that I was learning from them. [Adrian, Art and Architecture, 8 years’ experience] 
I think in H.E. you are hoping that students will challenge your views and that would just be a part of that. It is not always a comfortable process. It is a process that we would want to happen anyway and the web is just an extension of that obviously with all the provisos about the quality of what they are getting. [Sue, Humanities, 6 years’ experience] 
Adrian wants his students to draw on their wider experiences to challenge him and his knowledge. Similarly Sue suggests that (in this regard) access to the knowledgeable others via the internet is not significantly different to the pre-internet era when she would have wanted students to be actively seeking information. Thus it appears that use of the internet was not experienced as qualitatively different from access to the university library, albeit, more accessible, and with less quality control. Interestingly, all the lecturers in my sample welcomed students accessing alternative perspectives via the internet, irrespective of their subject and its epistemological tradition. (This included subjects that challenged notions of received knowledge and also subjects that contained more factual knowledge, such as pharmacology, control engineering and physiology.) 
However despite welcoming the newness of the internet space and the opportunities that it offered there appeared, for some, to be a personal dimension to this challenge: later Sue says, ‘on any level it is a psychological challenge but it is a necessary and a good one’ whilst Adrian talks about how he deals with this situation by positioning himself not as the ‘all knowing teacher’ rather as someone also learning alongside them:
[it] is impossible to present ourselves as being experts with this authority... We have to be professional learners. [Adrian, Art and Architecture, 8 years’ experience]
Adrian also tells how his lack of familiarity with a technology is a potential challenge to his authority and results in his students’ amusement: 
the students were laughing [at Adrian’s poor knowledge of a new version of Windows operating system] but I can explain to them that technology isn’t always available when you want it. [Adrian, Art and Architecture, 8 years’ experience]
This anecdote is striking: anyone feeling insecure or vulnerable is likely to find being laughed at by their students as disquieting, unsettling, or undermining, yet Adrian has accepted this possibility and found a way to build this as part of his professional repertoire. 
At a more fundamental level, the internet changes the way that knowledge is created and disseminated and potentially threatens the business of higher education, as has been seen with the advent of MOOCs (Yan & Powell 2013). Whilst leaders in higher education may be concerned with this challenge, at the grass-roots level my study suggests that some lecturers welcome its potential as a source of richness and challenge.

Risk and uncertainty 
Within the interviews I explored the notion of uncertainty and risk, and whether and how these were experienced by lecturers making changes to their practices. There were a range of replies to this question, some totally agreed, whilst others rejected the notion. Lecturers with most experience of online teaching (including Catherine, Richard and Sue) were not necessarily the ones who rejected the notion of uncertainty and risk. This suggests that the unsettled process of taking up new tools is not simply related to one’s confidence in the technology. In the following example Richard discusses the risky, liminal space that he inhabits when embarking on this new way of teaching and talks of his anxiety alongside his desire to serve his students:
When I’m planning changes, it does feel risky on one level, in the sense that you are trying something new, you don’t know how it is going to work, you don’t know how students are going to respond to it, you don’t know what the outcomes are going to be, and it feels risky not only because it’s your own teaching practice that you are developing and kind of experimenting with... but also because it’s the students’ educational experience that is at stake. [Richard, Health Sciences, 6 years’ experience]
I have written elsewhere about the high emotional cost of working in new ways and how it can lead to feelings of wanting to give up (Bennett 2014), but what was evident from Richard (and others) is that they are willing  to live with these feelings. 
Although some of my participants identified with feelings of liminality, some did not, including Abigail, Adrian, Jack, Rachel and Stuart. For one lecturer this is because the world is unknowable, whilst for others that particular way of expressing themselves (as uncertain or anxious or liminal in between state) was quite alien. These reasons for this appeared to relate to their attitude to anxiety in life generally, or their feelings as a professional or reflected their confidence with technology, or because they found change reinvigorated them professionally.
Some of the lecturers, who experienced innovation as risky, spoke about their strategies to minimise these feelings. This involved developing the way that they introduced and supported students through the use of the new tools. Some worked hard to overcome their feelings of risk by investing time to explain to their students what they would get out of the experience and described feeling that they had to overcome students’ conservative expectations of learning and this was a critical factor in how they approached gaining support for the use of innovative pedagogical practices.  For example: 
They have quite a traditional expectation of university to sit in a huge lecture theatre and take notes. ….We found using social software is that students happily use Facebook to organise social lives but they hadn’t made that transition yet to use the tools for teaching and for learning. [Abigail, Art and Architecture, 12 years’ experience]
To summarise liminality, feelings of uncertainty and risk, were felt by many, but not all, as they adopted new pedagogical practices and appears to be related to an individual’s characteristic or disposition, with some people more susceptible and being open to discussing these feelings of vulnerablity. This echoes Bayne’s description of online being classrooms being “spaces and practices which are disquieting, disorienting, strange, anxiety-inducing, uncanny” (2010, p. 6). 
[bookmark: _Toc320043139][bookmark: _Toc334425715]Professional identity work – resisting performativity
The final research aim was to explore how lecturers managed their professional selves when making changes to their pedagogic practices: to understand how they responded to the challenges of working in new and unfamiliar ways that involve social media tools. The way that we identify as professional people and manage this professional identity is complex and hidden. Stronach et al. (2002, p.116) use the term mini narratives, “unstable, shifting, sometimes contradictory or expressed as conflicts” and described how these mini narratives as “shards of self-accounting” (p.116) are variously mobilised by teachers to account for their response to contemporary teaching initiatives and conditions. There were many examples of ways that individuals identified, these ‘shards’ of identity could be given labels such as “the anxious innovator”, “the coerced employee”, “the willing experimenter”, “the marginalised innovator”, “qualified and confident”;  “the student pleaser”,” the demanding teacher”; “the scared unskilled”; “all skilled up”, “equal with students”,  “exposed professional”. Many of these notions of professional identity were in conflict with one another and living with these conflicts, managing them is the personal project of constructing and reconstructing one’s sense of self: this is the identity work in which lecturers engage.  For instance Catherine at times seeks to stretch and challenge her students (the demanding teacher), whilst at other times she talks of wanting to please her students to accommodate their needs (the student pleaser):
sometimes my job is to challenge you [the student] to do something that is outside your comfort zone and that’s what we are doing here….I’ve often been too compliant. I’ve thought I have to please the students, and I have to pander to what their preferences are. [Catherine, Education, 10 years’ experience]
Similarly, Richard expresses conflicted sense of identity when at times he feels exposed when using new online tools (anxious innovator and exposed professional) yet also argues that it is important to try them out in order to understand their potential (willing experimenter):  
[Through use of online tools] I probably feel that my individual reputation is more at stake... If you try to harness that potential [of online tools] then you know [how] effective they could possibly be. [Richard, Health Sciences, 6 years’ experience]
The challenge of jugging conflicting aspects of professional identity is not particular to the introduction of online teaching. However, online teaching offers a new dimension to the change in that, as Richard mentions, they can open up one’s teaching to view, and hence critique, beyond the boundary of the classroom, or even the institutional VLE[footnoteRef:2]. Similarly Claudia reflects on her vulnerability when making her lectures public through use of YouTube’s video sharing service: [2:  VLE, virtual learning environment synonymous with LMS, learning management system] 

there is a permanency about putting a lecture on YouTube. If you say something dumb and wrong in a lecture theatre and students submit it in an exam then it never needs to see the light of day again, but if you put it on a screencast then people can laugh at you from the rest of the world. [Claudia, Humanities, 15 years’ experience]
The notion of grappling with one’s professional identity has been discussed by Stronach et al. (2002) in terms of the conflict between the pressures of ‘economies of performance’ and ‘ecologies of practice’. On the one hand, lecturers are exposed to pressures of ‘economies of performance’, that is the language of performativity, performance indicators, assessment measures and evaluation tools that surround being a professional educator in 21st century higher education. Whilst on the other hand the ‘ecologies of practice’ are the personal beliefs and values that shape an individual’s professional practice. Within my study there was plenty of evidence of lecturers being driven by their self-motivation as professionals, that is the ‘ecologies of practice’. Emily believes in the significance of her work with students and the impact that it can have on their future 
If it was just me and my work who cares but actually I’ve got the students’ work, their degrees … their future. [Emily, Education, 1 year’s experience] 
Yet throughout the whole data set, the outside–in pressures of the ‘economies of performance’ were only tangentially referred to. Emily’s concern is expressed in terms of her students’ achievement, without reference to the measures of performance, such as the National Student Survey, annual evaluation measures, and institutional key performance indicators which are dominant in the institution and across the sector. This finding is coherent with Clegg’s (2008, p. 343) study of lecturers’ identity, which similarly concluded that, “Despite all the pressure of performativity, individuals have created spaces for the exercise of principled personal autonomy and agency”. 
Instead, the principle motivation to make use of new teaching and learning practices seems to be a belief that the new approach might deliver some pedagogical benefit. As I have argued above, there is a personal cost for making these changes, but what appeared to drive people was their belief in the educational benefit. Catherine expresses the challenge as personally and emotionally demanding yet accepts this, driven by her commitment to delivering high quality learning for her students: 
I’m teaching in a new context that has new affordances so there is scope to do different things as a teacher that you wouldn’t normally do and so you then have to think through for yourself is that pedagogically a good decision? Is it ethically a good decision to do it in that way?  And you are making those decisions. And what you are doing is risky because you might make the wrong decision and then things can go wrong. You can make students unhappy. But I do it none the less, for a couple of reasons, one is that I think there might be benefits to teaching and learning and that is a central reason why you do anything isn’t it?… I’m doing it because I think that the benefits that accrue might be really important. [Catherine, Education, 10 years’ experience]
These internal values, the ‘inside-out’ push of the ‘ecologies of practice’ rather than the pressures which come from external performativity measures, drove Catherine’s teaching practices and reflected what it meant to be a ‘good teacher’. This is not to suggest that performativity does not affect these lecturers, but rather, it appears that their strongly held beliefs about what makes a good teacher may be more powerful and important in informing their sense of identity than pressures to perform. Of course my role as a fellow academic rather than a manager may have framed the way that the participants talked about these issues, yet my study reveals the importance that some lecturers place on the student learning experience that appears to trump the pressures of performativity.

[bookmark: _Toc320043143][bookmark: _Toc334425719]Conclusion
In this paper I have sought to understand how the new online classrooms that Bayne describes as ‘destabilized’ in which the “spaces and practices which are disquieting, disorienting, strange, anxiety-inducing, uncanny” (2010, p. 6) are experienced by lecturers. In particular I have concerned with the identity work that lecturers participate in as they move into these as new online learning spaces for teaching and learning. My starting point was the question do lecturers find access that their students have to knowledge sources via the internet a challenge to their professional identity? However this was not held up by the findings: indeed, all lecturers rejected this notion and instead they welcomed their students’ exposure to others that the social media encourages and facilitates. This is not to say that all lecturers were enthusiastic adopters of technology: instead a more complex picture was revealed with some lecturers also experiencing feelings of anxiety and exposure as they made changes in their practices. I have discussed elsewhere the emotional component of the experience of adopting new pedagogical practices (Bennett 2014), and this paper illustrates another dimension of this aspect of the personal challenge, in that some lecturers experienced feelings of liminality, being unsettled, uncertain. . Thus, whilst it is easy to promote use of new pedagogical practices, they come at a price for some lecturers in terms of the identity work that is undertaken as lecturers manage increased exposure through social media, and risk of failure associated with trying something new. This conclusion suggests that academic developers and learning technologists need to undertake the task of promoting learning technology sensitively, acknowledging these challenges. It also follows that it is important to develop a culture that supports risk taking and allows for ‘failure’ that sometimes accompanies it. 
The paper has illustrated that many lecturers were not motivated by the top down pressures to bring about change, Stronach et al.’s (2002) notions of ‘economies of performance’, the pressures of performativity to achieve managerial targets. Instead the study identified a more edifying set of motivators for change, the belief in what makes for good education and by their commitment to their students to deliver this, Stronach et al.’s (2002) ‘ecologies of practice’.  Again this has an important message for academic developers as it underpins what motivates colleagues to make changes in their pedagogical practices.
To conclude, the study is based on a small sample and to generalise would require further investigation, however the findings suggest that use of online learning in particular, and innovation in general, is undertaken despite the challenge of risk and challenge experienced by lecturers. The lecturers in this sample, the innovators with technological tools, welcomed the opportunities that social media present for exposing their students to knowledge communities and did so by willingly experimenting with technology to explore its potential. Rather than being immune to anxiety they were willing to tolerate it, motivated because of their committed to their professional development and to a belief that innovating in their pedagogical practice is a part of being a ‘good teacher’.

References

Ahlqvist, Toni; Bäck, A., Halonen, M., Heinonen, S. (2008). Social media road maps exploring the futures triggered by social media: VTT Tiedotteita – Valtion Teknillinen Tutkimuskeskus 
Attwell, Graham, & Hughes, Jenny. (2010). Pedagogical Approaches to Using Technology for Learning Lifelong Learning UK.
Barnett, Ronald. (2007). Reshaping the University. Maidenhead: Open University Press.
Bayne, Sian. (2010). Academetron, automaton, phantom: uncanny digital pedagogies. London Review of Education, 8(1), 5-13. doi: 10.1080/14748460903557589
Beetham, Helen, McGill, Lou, & Littlejohn, Alison. (2009). Thriving in the 21st century: Learning Literacies for the Digital Age (LLiDA project).   Retrieved 24 March 2012, from http://www.academy.gcal.ac.uk/llida/LLiDAReportJune2009.pdf
Bennett, L. (2014). Putting in more: emotional work in adopting online tools in teaching and learning practices. Teaching in Higher Education, 1-12. doi:10.1080/13562517.2014.934343 
Brown, S. (2013). Large-scale innovation and change in UK higher education. Research in Learning Technology, 21, 1-13. doi:10.3402/rlt.v21i0.22316
British Educational Research Association. (2011). Revised Ethical Guidelines for Educational Research. Nottingham.
Chatterton, P., & Rebbeck, G. (2015). Technology for employability. Retrieved from Jisc: https://www.jisc.ac.uk/rd/projects/developing-student-employability
Clegg, Sue. (2008). Academic identities under threat? British Educational Research Journal, 34(3), 329-345. 
Clegg, Sue, McManus, Mike, Smith, Karen, & Todd, Malcolm J. (2006). Self-development in Support of Innovative Pedagogies: Peer support using email. International Journal for Academic Development, 11(2), 91 -100. 
Committee of Inquiry. (2009). Higher Education in a Web 2.0 World.   Retrieved 25 October 2014, from www.jisc.ac.uk/publications/documents/heweb2.aspx
Costa, Cristina. (2014). The habitus of digital scholars. Research in Learning Technology, 21(0). doi: 10.3402/rlt.v21.21274
Fenwick, Tara. (2014). Social media, professionalism and higher education: a sociomaterial consideration. Studies in Higher Education, 1-14. doi: 10.1080/03075079.2014.942275
King, Nigel. (2004). Using interviews. In C. Cassell & G. Symon (Eds.), Essential Guide to Qualitative Methods in Organizational Research (pp. 11-22). London: Sage.
Kirkup, Gill. (2010). Academic blogging: academic practice and academic identity. London Review of Education, 8(1), 75-84. 
Kirkwood, Adrian, & Price, Linda. (2013). Missing: evidence of a scholarly approach to teaching and learning with technology in higher education. Teaching in Higher Education, 18(3), 327-337. 
Lindblom-Ylanne, Sari, Keith, Trigwell, Nevgi, Anne, & Ashwin, Paul. (2006). How approaches to teaching are affected by discipline and teaching context. Studies in Higher Education, 31(3), 285-298. 
Meyer, Jan H. F., & Land, Ray. (2005). Threshold concepts and troublesome knowledge (2): Epistemological considerations and a conceptual framework for teaching and learning. Higher Education, 49(3), 373-388. 
Newland, Barbara, & Byles, Linda. (2014). Changing academic teaching with Web 2.0 technologies. Innovations in Education and Teaching International, 51(3), 315-325. doi: 10.1080/14703297.2013.796727
QAA. (2014). Higher Education Review: Themes for 2015-16. Retrieved from QAA: http://www.qaa.ac.uk/en/Publications/Documents/HER-Themes-Guidance-15-16.pdf
Ross, Jen, Sinclair, Christine, Knox, Jeremy, Bayne, Sian, & Macloed, Hamish. (2014). Teacher Experiences and Academic Identity: The Missing Components of MOOC Pedagogy. MERLOT Journal of Online Learning and Teaching, 10(1), 57-69. 
Stronach, Ian, Corbin, Brian, McNamara, Olwen, Stark, Sheila, & Warne, Tony. (2002). Towards an uncertain politics of professionalism: teacher and nurse identities in flux. Journal of Education Policy, 17(1), 109 - 138. 
Taylor, Peter. (2008). Being an academic today. In R. Barnett & R. D. Napoli (Eds.), Changing Identities in Higher Education Voicing Perspectives (pp. 27-39). London: Routledge.
Titchen, Angie, & Hobson, Dawn. (2011). Understanding Phenomenology through Reverse Perspectives. In B. Somekh & C. Lewin (Eds.), Theory and Methods in Social Research (2nd ed., pp. 121-128). London Sage.
van Gennup, Arnold. (1960). The Rites of Passage. London: Routledge and Kegan Paul.
Yan, Li, & Powell, Stephen. (2013). MOOCs and their implications for Higher Education White Paper. CETIS.
Veletsianos, G. (2012). Higher education scholars' participation and practices on Twitter. Journal of Computer Assisted Learning, 28(4), 336-349. doi: 10.1111/j.1365-2729.2011.00449.x
White, David. (2009). Visitors and Residents The Video.   Retrieved 2 March 2015, from http://tallblog.conted.ox.ac.uk/index.php/2009/10/14/visitors-residents-the-video/



19

