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This paper is a ‘walkthrough’ of literature on FE teachers’ professionalism and professional learning.  It has been produced as a reference point as part of the Teacher Education Group (TEG) resources.

TEG resources can be found at:   http://www.tlrp.org/teg/
Agency v. Structure – Individuals as the subject of structures/rules or as ‘agents’ capable of independent action, discussion and references in Gleeson et al. (2005), Gleeson and James (2007), parallels with Bourdieu’s concepts of habitus and field (see below).  See Hamilton (2007) for comments on papers in JVET 59(2) 2007. See also Structure-Agency Dualism and Mediation below.

Becoming professional/Trainees’ experiences – Bathmaker and Avis (2005) studied trainees after placement experience concluded they were marginalised and so excluded from the ‘community of practice’; also their ideals did not match practice as they saw it where students were put on courses they were not suited to; trainees contrasted themselves with a negative view of existing lecturers (as dinosaurs), unwillingly compliant.  Echoed in Parsons et al. (Parsons et al. 2000; 2001). See also Wallace (2002) (trainees surprised at students’ attitude to learning) and Avis and Bathmaker (2004a; 2004b). See Garner and Harper (2003) for trainees’ altruism.  See also Avis et al (2003) on the impact of managerialism on new entrants. Also McKelvey and Andrews (1998).  (See also Professionalism Construction of Identity, Teacher training and Motives for Entering FE below). 

Being a teacher in FE – See Jephcote et al. (2008) and Clow (2005), 
Bernstein – See Atkinson (1985) and Atkinson and Delamont (1985).  Key idea is that of pedagogic discourse and defining thereby what is legitimate ‘knowledge’, also role of codes in underpinning social structures: the theory of codes provides a link between different analytic and social levels; modes of organisation and power and control; between discourse, identity and consciousness.  See Nash (2006) for a re-appraisal of Bernstein and Sadovnik (1995) for a review of pedagogic discourse and Jephcote and Davies (2004) for meso level mediation.
Bourdieu – For an application of Bourdieu’s theory and concepts see James and Bloomer (2001) and Colley et al. (2002); Colley et al. (2003) describe ‘vocational habitus’ (but see the different views of Bathmaker & Avis (2007))  as contrasting with Situated learning (see below). Hardy and Lingard (2008) use the concepts of habitus and field to identify separate policy and practice ‘fields’.  The idea of ‘habitus’ (professional behaviour); ‘field’ and ‘cultural capital’ (professional knowledge) are relevant here.  Gleeson and James (2007) use habitus and field to explain the dynamics of identity (habitus) in different contexts (fields). Avis (2006c) takes a critical view of the use of Bourdieu’s concepts; he accepts they escape the simple duality of agency and structure (see below) and recognise that teaching and learning is a cultural activity, but argues that they take a relational view (see Gleeson and James (2007)) i.e. of the intersections of relations and positions rather than focussing on the properties of individuals.  A notion of individualisation instead provides an understanding of the operation of power and politics; habitus and field instead emphasise the cultural and play down the material. 

Change and impact of change – See Edward et al. (2007) for accounts of stress and going beyond the job description/underground working (also James and Diment (2003), Hodkinson et al. (2004) and Whitty (2000), Jephcote et al.(2008).
Cinderella Service – Randle and Brady (1997) classically define FE this way  (see also Elliott (1996)).
Communities of practice – Lave and Wenger (1991) describe the role of ‘communities of practice’ in the development of trainees’ professional identity.  See Avis et al. (2002b; 2003), Bathmaker and Avis (2005), Avis and Fisher (2006), Guile and Lucas (1999) and Salisbury and Jephcote (2010). However, Colley et al. (2007) found the reality was that trainees on teaching experience were marginalised and alienated by demoralised staff in their placement colleges. Bathmaker and Avis (2005) note that Lave and Wenger’s concept does not allow for the impact of ‘new work’ on existing communities.  Avis et al. (2003) found that student teachers’ peripheral/marginalised position made involvement difficult, or that such communities were so fragmentary that students did not know how to participate.   Gleeson et al. (2005) found no evidence that such “communities of practice” actually exist; yet consider that the challenge is to build one around new, research-based pedagogy and working practices. Avis and Fisher (2006) look at scope of new forms of learning and development of ‘type 2 ‘ knowledge. Also see Colley et al. (2002) and (2007) where the latter discusses their role in the dynamics of professional participation and three ways the theory needs to be modified to take account of some of the objections above.  Bathmaker (2006) comments on collaborative professionalism, which may be strategic compliance (see below) or a means of reducing isolation. The ‘fractured’ nature of FE employment can militate against Communities of Practice (Gleeson and James 2007).  Eraut (2002) questions the usefulness of the concept without rejecting it out of hand.  See Tummons (2008) for comments on aspects of Communities of Practice in ITT, not generally considered.  See also Situated Learning below.

CPD –  Friedman and Phillips (2004) advocate a strong expectation that CPD should be ‘part of being a professional’.  Evans (2008) has a definition of CPD.

Critical Pedagogy – See Avis and Bathmaker (2004a),  Avis (2006a) and Bathmaker (2006) for comments on transformative role of critical pedagogy – suggesting a subversive role for teachers?  See also Professionalism – New Professionalism below).
De-professionalisation – First mooted (in FE) by Randle and Brady (1997).  See Shain and Gleeson (1999) – a process or professional re-construction?  Bathmaker (2000) comments on role of standards in de-professionalising teachers.  Avis (1999) sees the use of the term (quoting Randle and Brady) as limited, and only part of the picture. Arguments for and against set in the political contexts of the times are reviewed in Whitty (2000).  Robson et al. (2004) oppose the argument (Hodkinson 1997) that a competence-based curriculum reduces teacher autonomy making them artisans, not professionals.  See also Ball (2003) for the idea of public sector reform ‘re-regulating’ (rather than de-regulating’) and subordinating the autonomous or collective ethical self. 

Education and the economy – A common theme pointing to the closer linking of education to the needs of the economy in relation to globalisation etc., etc. for a view of New Labour’s take (underpinning recent policies) see Beck (1999).  See Avis (2006b; 2007) for a critique of the assumption that greater skills equates to value added production; Gleeson and James (2007) for impact of a ‘new order’ driven by economic imperative in Thatcher/post-Thatcher governments.  Hodgson et al (2008) examine role of LSC in this context concluding that a move to demand led provision should be achieved by a new ‘social partnership’ with employers, unions and colleges.  See also Competition and globalisation)

Education reform/current policy – For a critique of school reforms paralleling that of incorporation see Whitty et al. (1998). See FE Policy.

Emotional Labour – See Avis & Bathmaker (2004b); Salisbury et al.(2006), Jephcote et al. (2008), Robson and Bailey (2009) also references in Edward et al. (2007).  Colley et al. (2003) note vocational habitus as a source of the capacity for emotional labour. 

FE: a profession?  Robson (1998) argues that FE teachers have not made it – because of a fragmented occupational/skills base/poor boundary definitions resulting from diversity of entry routes (e.g. in comparison to school teachers).  FE teachers successfully socialised into their first occupations have little incentive or opportunity to develop a second professional persona. (and possibility of conflict between the two).  Clow (2001) discusses characteristics of FE as a profession.  See also Jephcote and Salisbury (2009).
FE teacher training – Harkin (2005) comments on the role of theory in ITT.  Provides some data on proportion of teachers with/without formal qualifications in England.  Bates (2003) supports view that trainees have difficulty with theory.  Bailey and Robson (2002) (2002) point to governments’ piecemeal approach to teacher training; Lucas (2007) critiques ITE for FE and adult education in the UK arguing against employer-led national standard model which disregard the multi-specialist and professional dimensions of practice and marginalises the importance of knowledge.  Suggests a role for communities of practice, not just ‘learning by doing’ but providing a supportive, practice based training; Lucas and Unwin develop the theme further arguing for in-service training to be better related to strategies for professional development (Lucas and Unwin 2009).  Thompson and Robinson (2008) review new approach to ITT post-LLUK standards (and also provide a good historical account).

Future of FE: focus on employers’ needs – See Foster (2005) and, for a critique of DfES policy docs and view that this will diminish standards and role of FE in allowing people to ‘better themselves’ see Williams (2005). 

Human Capital – Often seen as applied to learners, but also Ball (2003) observes effects of performativity on teachers who become engaged in an ‘enterprise of the self’ through professional development.  
Incorporation – See Randle and Brady (1997) for contemporary comment on effects; Gleeson (1996) describes how the Further and Higher Education Act sought to break the public service element of FE colleges and make them more responsive to the market.  Job insecurity and increased workload followed (Ainley and Bailey 1997);  a ‘long shadow’ still cast over FE (Jephcote and Salisbury 2007).  For effects on Industrial relations – see below and Williams (2003).
Industrial relations – Randle and Brady (1997) refer to a long history of industrial action post incorporation and Williams (2003), identifies underlying causes as the way incorporation was implemented as well as the values of the actors involved (and not simply pay, casualisation etc.). 
Impact of managerialism – See Ainley and Bailey (1997), Avis et al 2003, on the  impact of managerialism on new entrants, pressures of accountability etc. and Ball (2003) on performativity (as defined therein). Also see Avis and Bathmaker (2006).  Beck and Young (2005) note how new staff (in HE) appear to willingly adopt a managerial style.

ITT – See Nasta (2007) for a discussion of the variability in the way the FENTO standards were converted into ITT curricula/assessments.  Ofsted (2003) note critically the lack of subject specific training in FE ITT, see the DfES response (DfES 2003, 2004); see also Fisher and Webb (2006) examine the content of ITT and conflicting pressures for subject specific training and for generic/multidisciplinary training
Lifelong learning – Coffield (1999) challenges the theory of human capital (and reasons for pervasiveness of concept of lifelong learning);  Ainley claims that lifelong learning is a means of social control (Ainley 2003).  Felstead et al. (2004) note fixation with measuring ‘learning acquisition’ rather than ‘learning as participation’ i.e. learning by doing and being shown not “courses’.  Government policy for learning and skills represents a narrow concept of learning and skills, a ‘top-down’ view ignoring the teacher-learner relationship (Finlay et al. 2007). 

Lecturers as facilitators of learning (not experts) – See Avis et al. (2003).  See Parsons et al. (2000, 2001) for student teachers’ clear views that this is their role.  Fisher and Webb (2006) note this change with decline of subject specialism in the 1980s. 

Managerialism – See Newman and Clarke (1994) for the public services generally; in FE see Randle and Brady (1997) who define elements of ‘new managerialism’.  A discussion of the implications for public sector professionals is in Exworthy and Halford (1999).  New managerialism has been described (in the case of schools) as a better explanation of recent changes than Post-Fordism (Brehony 2005).  There is a discussion of new managerialism and ‘strategic compliance’ among middle managers in FE in Gleeson and Shain (1999); Avis and Bathmaker (2006) note that the ‘fractured’ professional identity of FE teachers (from diverse backgrounds with no unifying element) is a weak bulwark against inroads of managerialism.   Pervasiveness of managerialism in FE and HE noted by Avis et al (2003) where new entrants were surprised e.g. by amount of paperwork.  See Ball (2003) too.  See also Marketization (and Mediation – as impacts can be so mediated).

Marketization  – See Beck (2002) writing about HE, for an analysis of how marketization was negotiated see Smith for the way that marketisation served to place colleges’ self-interest over the interests of students (Smith 2007a, b).
Mediation – See Gleeson and James (2007) for an explicit account role of mediation of structures and roles by individuals (see also Agency v. Structure, Strategic compliance).  Gleeson and James see mediation as involving ideas of tacit knowledge and invisible trade (Eraut 2000b) i.e. as process of ‘trading’ implying more active involvement than simple compliance.  See also Spours (2007) for mediation in the sense of the filtering of national policy and Jephcote and Davies (2004) for recontextualisation of policy.  Coffield et al.(2007) describe how teachers mediate national policy and translate (and mis-translate) it into local plans and policies. 

Motives for entering FE – See Avis and Bathmaker (2006) see also Becoming professional above.
Part-time working – Jameson and Hillier call for professionalisation of part-timers noting their maginalised status (Jameson and Hillier 2008). 

Pedagogy – See discussion in Whitty (2002).  Wahlberg and Gleeson note that there is a ‘yawning gap’ in knowledge about FE pedagogic practice. (Wahlberg and Gleeson 2003) 

Performativity – See Fisher & Webb (2006).

Policy and Practice – The TLRP project found no evidence of simple transmission of policy into teaching practice (although funding is a powerful influence and can alter professional practice) (Coffield et al. 2007).  But Day et al. (2007) saw schoolteachers’ vocational identity as challenged by policy and policy leading to positive changes in professional expectations (e.g. CPD) but negatively in reducing discretionary judgement etc. (see also De-professionalisation) 
Principled Infidelity – A way of managing the disjuncture between policy and practice, and the pressures of managerialism, i.e. a ‘way of coping’  (Hoyle and Wallace 2007) (cf. Strategic Compliance below). 
Professional standards – For an account of the early development of Standards see Lucas (2004a; 2004b), arguing that there is a risk that trainers will take a mechanistic approach to standards noting that some have simply mapped the standards onto existing courses, and that standards are too open to interpretation and do not reflect diversity of FE teaching and learning.  Clow (2005) tracks from FESDF to FENTO, arguing that the FENTO standards were not based on an occupational analysis but on an examination of existing standards. Set in context of development of NVQs their development follows a similar path.  Trainee teachers who are experienced but required to get qualifications are disillusioned and resentful (Bates 2003).  Wallace considers the FENTO standards were inadequate and misdirected attempts to solve endemic problems in FE, prefering instead to consider the ‘quality of the FE experience’ (Wallace 2002).  Bailey & Robson (2002) have a section on the FENTO standards and the organisation of FENTO, they note the issue of FE teachers not be able to join the (new) GTC. Thompson and Robinson (2008) also have a good historic account of the development of the standards (also agreeing with critics of the LLUK standards) and their role in ITT; successful implementation of policy is at risk because of lack of employer commitment ‘in a sector still scarred by incorporation and waves of endless change’ (Edward et al. 2007). Also see Bathmaker (2000) and Harkin (2005).  

For a review of the ‘journey’ of the Standards from policy to workplace, see Nasta (2007).  See Spours (2007) for ideas of mediation in translating/filtering policy in ways policymakers do not understand/anticipate.  McNally et al. (2008) show trainee schoolteachers develop an identity that is at odds with standards and Lucas (2007) criticises the use of standards in ITT.  The implementation of the Standards in ITT is flawed (because of under funding and employers’ lack of commitment) mean another lost opportunity (Thompson and Robinson 2008).

Professional standards as means of control or development? – Lucas considers that the Standards are mainly regulatory but accepts  some need for regulation to achieve coherence in ITT and staff development, although in ITT this is limited in practice as ITT providers mapped existing courses onto the standards (Lucas 2004b). See also Ball (2003) as increasing government re-defining of what it means to be a teacher represents a ‘struggle for the soul of a teacher’.  See Colley et al (2007) for evidence of resistance to roles and identities determined officially.  See Beck (2002) for an interesting use of Bernstein’s concepts to explore the impact of marketization on the decline of ‘pure’ academic work, rise of new subjects but also the use of the State’s powers to prescribe a form of pedagogic identity centred on the ‘generic’ pedagogic mode (trainability).

Professionalism: construction of identity – Halford and Leonard (1999) conclude that professional identity is shaped by (varied) discourses but also by the agency of the individual; identities are varied ant contingent. Goodson (1995) – referring to schoolteachers – notes that identity is an ongoing project. Gleeson et al. (2005) ask if  professionals are empowered agents or simply recipients of policy reforms, and consider that their role is to mediate such a dualism, balancing the tensions of policy and practice.  See Gleeson and Shain (1999) for social and situational construction of professionalism among middle managers.  There is the idea of ‘shuttling’ between professional identities (engineer, hairdresser etc. – FE tutor) a process of continual ‘wandering’ – (Colley 2002; Colley and James 2005) and loyalties to previous occupations (Colley et al 2007) and Jephcote and Salisbury (2009).  See also Robson (1998) and Clow (2001), noting importance of prior occupations.  For Colley and James professional identity is multiple and changing (but not in a set trajectory) continuously made and remade; and is tied in with personal/political identities/trajectories at the same time.  Quicke (2000) identifies ‘new times’ when individuals, groups and organisations reflexively re-invent themselves in response to change, suggesting a ‘new professionalism’ based on collaboration (but this conceals the exercise of power in a Foucauldian sense – so the reflective practitioner is simply a product of a hidden agenda of power).  Avis et al. (2002a) describe discourses (of disciplinary knowledge and pedagogic skill) referred to differentially in different contexts; also the construct of the ‘good lecturer’.  Bathmaker (2006) follows this up in the way trainees construct ‘personal’ and ‘collaborative’ professional identities where the former reflects commitment to students and specialist knowledge.  Stronarch et al. (2002) reject a professional ‘type’ and see professionalism as juggling between ethical/professional considerations and performativity (ecology of practice v economies of performance).  Beck and Young describe, in the HE context, a Bernstinian view of the formation of professional identity, as knowledge based, but such stable knowledge bases are now replaced by two developments: the mixing of subject specialisms into ‘new courses’ in response to market demands and as a response to employers’ needs and globalisation, a new focus on generic skills (‘learning to learn’/trainability) that are essentially content free and incapable of defining the self (Beck and Young 2005).  Day et al. consider schoolteachers’ identities as constructs that are the product of circumstances and neither relatively stable nor fragmented; construction of identity is central to issues of efficacy and self-esteem (Day et al. 2006).  A similar theme is in Shain and Gleeson (1999) where strategic compliance with managerial dictat protected pedagogic/professional interests in name of being a ‘good lecturer’.   The process of de-professionalisation is one of re-constructing ideas of professionalism (cf Colley et al. (2002) on the non-permanence of habitus, and Gleeson et al. (2005) idea of ‘creative compliance’ and ‘principled infidelity (Hoyle and Wallace 2007).  Similar theme in Raffo and Hall (2006), but emphasising need for a stable sense of self and issues in personal identity construction.  Avis and Bathmaker (2004) note the conflict between trainees’ values of empathy and care, thwarted by students’ attitudes – but pre-figuring a new ‘critical pedagogy’?  Avis and Bathmaker (2006) identify the importance of previous working experience in forming identity (and unfavourable comparisons of professional standards in FE with those outside!) links also in that last respect with Ainley and Bailey (1997). See also Gray (2006) for the tensions school teachers face.  Bathmaker and Avis (2007) looked at trainees formation of identity during teaching practice and show how they are pushed into adopting a pedagogic ‘teacherly’ identity; they propose (cautiously) a ‘schooling’ identity i.e. trainees look back to their own experiences rather than forward so not a process of ‘becoming’ as proposed by Colley et al (2003) and less a matter of vocational habitus.  

Professionalism: knowledge base and Academic Identity – See also Professionalism – construction of identity above.  Avis et al (2002a) describe the construct of the ‘good lecturer’ linked to concept of social justice strongly held by trainees (but to face reality later – see Avis and Bathmaker (2004a)), also diminishing place of knowledge compared to pedagogy.  Spenceley notes how in some subjects (e.g. construction) staff are seen and see themselves as trainers not (professional) educators she also refers to previous careers as moulding staff as ‘subject professionals” reflecting the primacy of skills.  (Spenceley 2006).  There is a similar theme in Clow’s ‘ex officio’ and ‘vocational’ types (Clow 2001).  Robson (1998) noted that teachers’ identity was often rooted in their prior occupations, a similar idea is found in Wahlberg and Gleeson (2003), where accountants were so rooted and refused to adopt reflexive modes, but others made a shift from their old profession to being a ‘teacher’. Robson et al (2004) show how FE teachers construct an identity from their expertise/experience, but that is very rooted in previous careers pre-teaching. There is a similar theme in relation to specialism in Ainley and Bailey (1997) and Bathmaker (2006).  Look also at Avis and Fisher (2006) and the reference to ‘mode 2 learning’ i.e. away from discipline-based hierarchical knowledge transmitted by an apprentice-master relationship, to one which is non-hierarchical, pluralistic, trans-disciplinary, fast changing, and socially responsive to a diversity of needs such as students’ dispositions and industrial priorities.  Avis et al. (2003) note move away from collegiality transforming professionalism by an emphasis on accountability, transparency and teamwork (with consequent administrative demands). See Harkin (2005) for theory as a basis of professional knowledge (if we knew what it was).  Viskovic and Robson (2001) look at acquisition of teacher identity via communities of practice.

Professionalism: nature of – See discussions in Shain and Gleeson (1999), Eraut (1994), Whitty (2002), Robson et al. (2004) who discuss the ‘discourse of professionalism’ as resting on key idea of autonomy, Colley and James (2005) and a review of uses of/nature of the concept in FE in Spenceley (2006). Also idea of ‘occupational’, ‘organisational’ and ‘authentic’ professionalism (Colley et al. 2007).  Stronach et al. (2002) review different descriptions of professionals in the literature, seen as emblematic and cast as ‘heroes’ or ‘proletarianised’ etc. which is rejected in favour of an ‘uncertain’ model where professionals juggle between the requirements of an audit culture and professional values; note the importance of conflicting discourses and external influences.  Bathmaker (2006) identifies a ‘personal’ and a ‘collaborative’ professionalism, the former includes a commitment to students and to their specialism, the latter links with communities of practice.  (See Professionalism – new professionalism).   More generally Evans  provides review of professionalism and some useful quotes from the literature (on schoolteachers) and a discussion of what professionalism is (Evans 2008). 

Professionalism: ‘new professionalism’ – See Avis (1999), also Avis (2007) where he concludes that learning is about social control and the needs of capital.  Avis and Bathmaker (2004a) consider part of a ‘new professionalism’ might be a ‘critical pedagogy’ that is rooted in a critical awareness of the social economic contexts within which teaching and learning takes place.  This idea explored further in Avis (2006a) where the idea of ‘alternative practices’ which have potential to ‘transform’ the culture of teaching and learning are floated.  See Bathmaker (2006) in the same volume for a more cogent (and practical) expression of that theme (NB both take a view of the need to escape a corporate culture in favour of a profession which is activist, transformative, advocating social justice and equity etc. a similar idea to that of a ‘democratic professionalism’ in Whitty (2000)).  Avis (2003) considers the notion of trust – now linked with performance management to create a relationship of a ‘trusted servant’ where autonomy is constrained and which is impoverished, preferring instead a democratic/dialogic vision of professionalism. Coffield et al. call for a new pedagogy as a basis for re-professionalising FE (Coffield et al. 2004).  Another idea is that of  a professionalism based on continuously updated skills (Spenceley (2006). Avis is critical of views of the potential for ‘progressive’/transformative developments in FE (learning communities etc) that ignore the constraining effects of the prevailing neo-liberal market/competitive context and its inherent conflicts (Avis 2005). 

Evans (2008) describes views of a ‘new professionalism’ in school teaching, one which has swept aside the old ideas of autonomy.  Distinguishing professionality from professionalism, where the former is individual the latter collective is professionalism what is codified/set down, or what is real/enacted? (i.e. the ironies identified by Hoyle & Wallace (2007)).  Evans considers professionalism to be of three types: demanded/requested; prescribed; and, enacted where the last is the only ‘real’ form.  Thus a ‘required’ new professionalism is not the same as an ‘enacted’ new professionalism. 

Professionalism: use of concept instead of  ‘professionalisation’ or ‘profession’ – See Evetts (2005), see also ‘professionality’ in Gleeson and Knights (2006) and Whitty (2000).  
Professionalism: creative/subversive compliance with rules – See Shain and Gleeson (1999), and more recently Gleeson (2005), Gleeson et al. (2005), reflecting observations from the TLC-FE project, that demonstrate how practitioners ‘work around’ the rules, mediate the conflicts of policy with those of ‘good practice’.  Also James and Diment (2003) and Gleeson and Shain (1999).  However Bathmaker and Avis (2005) have suggested there is no evidence of strategic compliance – more a case of unwilling compliance.  Robson et al. (2004) suggest teachers’ discourses of professionalism may be a resistance to the narrowness of the curriculum (but these constructs are very much rooted in their previous occupational status i.e. as chefs, engineers etc.).  Gleeson and James (2007) now have moved more to the idea of ‘mediation’, i.e. similar to the sense of irony, as put forward by Hoyle and Wallace (2007). 

Professionality – The term was introduced by Hoyle (1975) as referring to knowledge, skills and procedures, as distinct from status related elements.  Evans (2008) who has her own definition: the ideological, attitudinal stance of the individual in relation to their practice, but see  Gleeson & Knights (2006) for a different take on professionality.
Role of FE as ‘educator” (or servant of the economy?) – (See also Students’ needs,  professionalism – compliance with rules).  Discussion in relation to professionalism in Spenceley (2006), see Thorley (2004). 
Situated Learning – Linked to communities of practice, see Lave and Wenger (1991), see Colley and James (2005), Avis and Fisher (2006) who contrast ideas about communities of practice with those of learning as a social practice and ‘mode 2 learning’. Also see Eraut (Eraut 2000a) on non-formal learning and tacit knowledge and Salisbury and Jephcote (2010). 
Strategic compliance – Doing what is expected, but only enough to satisfy management;  see the discussion of new managerialism and ‘strategic compliance’ among middle managers in FE in Gleeson and Shain (1999), and trainee lecturers’ compliance with tutors’ requirements for the sake of accreditation, (Salisbury 1994).  (See also:  Mediation and Professionalism – creative/subversive compliance with rules).  But is this simply a matter of ‘getting by’?  In later work Gleeson (2007) seems to move away from strategic compliance to mediation as a more useful concept.  See also Hoyle and Wallace (2007) on ‘principled infidelity’.  See also Edwards et al. (2007) for an account of redefining identities to cope with accountability and support for Stronarch et al (2002) in distinguishing ecologies of practice from economies of performance.  See Ball (2003) for ‘cynical compliance’ and Hardy and Lingard (2008) for differences between policy and practice.

Structure-Agency Dualism – See Gleeson and James (2007) and Gleeson and Knights (2006) who describe views of professionals as being either subject to external rules or agents with power to define their conditions of work Gleeson and James are concerned not with resolving that dualism but looking at how it is mediated in professional practices that facilitate political transformation.  They identify an idea of ‘professionality’ (not professionalism) as symbiotic with regulatory/market reforms, also useful for views on nature/status of public sector professionals; Gleeson and Knights develop the idea of ‘creative mediation’ (cf creative compliance) with the resulting paradox that marketization and managerialism have in fact restored professional power.  Parallels can be seen with habitus (agency) and field (structure) also see Hamilton (2007), and Avis (2006b) for a critique based on the need for a more determ inistic account.
Structure of FE – for an account of the background to recent developments in the context of the establishment of the LSC see Ramsden et al. (2004) and their references, see also Lucas (2004b) and Clow (2005) for a description of the development of professional standards.
Students’ needs/responsiveness to students’ needs – The TLC-FE project (see below) found that the ‘student voice’ was a potential driver of beneficial change, i.e. making FE provision more attuned to what students’ want (Gleeson 2005).  Thorley (2004) identifies the ‘risks’ of a policy-rhetoric driven, qualifications based provision compared with one that reflects student needs. Salisbury and Jephcote (2008) found those entering FE experienced feelings of discontinuity after school  and older students had self-doubt. 

See also Politicisation of learning process above.

Teacher training – See Robson (1998) for indications of ‘culture shock’ and importance of situation for development of effectiveness (cf Day 2006) and Cullimore (2006) on the importance of the mentor.  

Teacher educators – See Spenceley (2007)
TLC-FE Project – See the issue of  JVET 55(4) 2003 and Gleeson D (2005).  Gleeson, summing up the project’s findings, concludes that rigid standards, audit/inspection criteria should not be applied as ‘one size fits all’ and instead advocates encouraging ‘cultures of learning’ which promote a synergy between students’ needs (not always coterminous with what government and employers want) and pedagogy by fostering/rewarding ‘what works’, looking at the value of what is learnt and recognising that qualifications are not the only criteria and reducing dysfunctional tensions in the system.  See also Thorley (2004).

Trainee Teachers’ motivations – Trainee teachers’ views are little studied, their motivation rests on intrinsic value, not financial (Garner and Harper 2003).See also Avis and Bathmaker (2004b).

What Lecturers do – See Clow (2005) who argues what FE teachers do is little studied.

Workforce – feminisation – See Simmons (2008).
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