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Introduction

Educational research on academics’ professional development in teaching has focused on the issues of micro-context: an academic’s conceptions of the teaching-learning process and interaction with students (Bogler & Kremer-Hayon 1999; Kremer-Hayon & Zuzovsky 1995). The assumption of this paper is that in researching the topic more attention should be given to the professional’s identity – „inner world” (Bogler & Kremer-Hayon 1999: 31) – and to the wider socio-cultural context as it would provide a more holistic understanding of the processes involved, and it is suggested that the concept of limitations and possibilities would give a new perspective on the professional development. 

Micro-view of the academic is important, the self being the basis for making decisions, evaluations and meanings (Valk 2003), but research, especially in the field of (educational) sociology, has shown that subjectivity is not so significant and individualis​tic as the majority of micro-contex​tual research has suggested (Bourdieu 1988; Bourdieu, Passeron & Saint Martin 1994). Identity research indicates that context is a crucial factor in identity formation (Callero 2003; Liimets 2005; Connelly & Clandinin 1999; Beijaard, Mejer & Verloop 2004), so a more contextual, holistic, and sociological understanding of the academic professionalism is needed (Beijaard, Mejer & Verloop 2004). The basic contradiction, on which the current study is based, is concerned with the issues of subject-hood and structure: to what extent is it possible to change one’s professional practice in a given structure without committing a professional suicide.

The aim of this study is to understand how an academic in the widest possible sense learns his/her profession, perceives professionalism and what kind of possiblities he/she sees in that professionalism; to what extent is he/she able to see alternative scenarios and how willing is he/she to learn by way of self-conception. The paper presents a theoretical frame for research based on a critical-empirical paradigm, with a view to defining, understanding and problemizing the phenomenon. Another assumption of the study is social-constructivist epistemology based on the idea that meanings are constructed through social interaction  (Berger & Luckmann). The aim of the study is not to validate or refute any a priori hypotheses but to understand and conceptualize the phenomenon on the basis of existing theories.
In the present article an academic’s job is conceived of as a profession (Becher 1999) although no specific training exists for becoming an academic. The notion of professionalism as a qualitative dimension is associated with the profession. The present paper points out that professionalism is a dynamic phenomenon comprising a number of very different options.

To give you just one example: in 2005, a university didactics course was developed for doctoral students of Tallinn University, most of whom are already lecturers. The course aimed at giving young academics an opportunity to verbalise their professional values, using dialogic methodology focused on learning. Some of the feedback, especially from younger lecturers, suggested that using group work and dialogic approach (instead of lecturing) produced feelings of acute frustration, initial impression that nothing was learned even though later evaluation proved more positive. This is one of the cases needing answers: why was this kind of teaching initially dismissed? How do professionals develop a conception of professionalism? Why did a different script of teaching produce a defense reaction, and what could be done to help create more opportunities for professionalism. 

In Estonia, there is rapidly developing teaching quality discourse due to the quality agreement of universities made in 2003 (Kvaliteedilepe 2003). Contextually, it is of equal importance that over the last 15 years curricula have been changed or replaced, and the number of university students has tripled (25,064 in 1993; 64,118 in 2003). The same kind of changes, however, have taken place all over the world (Valk 2004; Nixon 1996; Schwehn 1992; Boyer 1997). The growth and heterogeneity of the number of students should be accompanied by changes in the roles of an academic and in the instructional process itself (Nixon 1996; Schwehn 1992; Boyer 1997). At the same time, expectations of an academic’s teaching have historically and traditionally been related to the form of lecture; this is a boundary which is not crossed in practice.

Despite the fact that paradigmatic changes have taken place in the understanding of learning and should be reflected in the activities of a teacher, it must be supposed that the teaching-related professionalism of an academic has remained on the level of everyday consciousness without being properly reflected on, and has no material impact on teaching even though major conceptual changes have taken place (Krabi 2003). 85% of academics evaluate their own teaching skills as good (Teaching at a university 2006). Why are teaching skills at a university taken for granted and why is an academic discussion of deeper and long-term problems of the instructional process lacking (Wright and Bottery 1997:245)? Is teaching considered a marginal issue?

Teaching is a most complex activity (Hargreaves 2000:157) involving various roles and reflection. Researchers  (Trigwell jt 2000; Nicholls 2003) claim that teaching should be based on the research of learning and teaching and be expressed in the teacher’s professional activities. The central processes at a university are learning and development, which Bowden & Marton (1998) understand as collective (scientific research) and individual learning.

Studies of the academics’ need for training suggest that academics would welcome a discussion of contemporary approaches to teaching and learning (70%) but expect it in the form of a lecture of learning theories (Teaching at a University 2006; Feedback from the University Didactics Course 2006). However, a constructivst conception of learning is descriptive of the learning process (Siljander 2002), where pedagogic approach must be constructed personnally and contextually.

Professional socialization as monologic learning?

As there is no academic’s training as such in the Estonian educational system, becoming an academic takes place as socialization through modelling and the development of an academic’s conception of teaching must also be considered in view of this process. An academic will have his/her first contact with the vocation and professionalism of an academic while being a student, so it could, in essence, be called professional socialization, inculturation (Siljander 2002; Reybold 2003).

Socialization can be viewed as a life-long interactive process resulting in becoming an academic and growing in professional competence (Öhlen & Segesten 1998; Bogler & Kremer-Hayon 1999:31). The professional socialization involves both cognitive and affective maturing (Reybold 2003:237).

The socialization of an academic takes place in a university context that can be conceived as a dynamic community, expert and activity system with a distinctive culture and subcultures, its own systems of meaning – values, discourses, roles, standards and norms, strategies, competencies – knowledge and skills, and self-evidences (things taken for granted) (MacFarlane 2001).

The vocation of an academic is also connected with the notion of professional competence – what kind of an academic is deemed an expert, a professional at a university. The professional quality and roles of an academic are defined by fellow academics, students, and the organization (McShane 2004:13; Hargreaves 2000). Traditionally, the roles of an academic have been  (Simone 2001; Churchman 2002):

1. research (textualisation of the world);

2. teaching;

3. serving (the faculty, the university, the society).

McInnis (2000) points out that in connection with the growth of the number and heterogeneity of students the academic’s role has become very complicated, and it is essential to comprehend the work of an academic in more depth.

Researchers state the fact that an academic’s job is contradictory, two-sided, requiring to be a very good researcher and a very good teacher at the same time. However, doing both equally well is difficult and complicated. Reybold has criticized non-holistic notions of the profession (Reybold 2003). The socialization at a university mainly happens through professional hands-on experience (McInnis 2000), which could be called professional socialization and developing of professional identity. Therefore, it can be supposed that a researcher’s identity is usually much stronger in an academic than a teacher’s.

Professionalism can also be viewed from the ideological power perspective where an academic’s job implicates a requirement to think in a certain way or focus on specific matters (Foucault 2005; Eraut 1994). Foucault saw power as something that works through all social relations and inner discourses of an institution, for the successfulness of power is proportional to its ability to conceal its mechanisms (Foucault 2005:103-5). The power of the discourse presents itself in the everyday situation of self-evidences (Chapman 2003).
Socialization can be divided into the anticipatory and the organizational stage. Anticipatory socialization involves discovering roles (Bogler & Kremer-Hayon 1999:32), developing notions of the future profession’s activities meeting norms and expectations, attitudes and values  (Reybold 2003:236). University teachers are socialized (indoctrinated) into the academic culture through graduate studies (Bourdieu 1988:41; Schwehn 1992; Simone 2001:283). At the same time the criterion for selecting new academics is not only their scientific research but also their conduct (habitus) (Bourdieu 1988:47) because there is a need for agents sustaining the existing social order (Bourdieu 1988:62). Hence, professional socialization can be viewed as a normative process by which the profession is trying to maintain the status quo (Clouder 2003:215) – in teaching, too.

The socialization of an organization centers on the adoption of the status and the role (Reybold 2003). Essential constituents in the process are relations with students, work in the lecture room, and informative communication with colleagues: e.g. gossiping or discussion of cases is an important delimitor of the notion of professional competence (Öhlen & Segesten 1998:722).

Professionalism is not unequivocal but a complex space of options and limits dependent on specialty and experience (Öhlen & Segesten 1998:722), in which different and conflicting subcultures or ‘voices’ are acting as a moulding reference group  (Clouder 2003). Hence the possibility of reviewing the existing pattern of teaching or creating a new one.

The newer approach to socialization involves both inculturation and a requirement of acquiring a personal identity (Siljander 2002), in this case, a professional one.

Professional identity as an opportunity for dialogue

As a result of professional socialization, professional identity as an important part of personal identity is formed  (Öhlen & Segesten 1998; Olesen 2000), hence formation of professional identity means becoming conscious of oneself in the role of an academic in the context of academic activities. The construction of professional identity is a learning process in which experience is interpreted and patterns of meaning are formed, defining identity  (Baumeister 1997; Olesen 2000; Lotman 1999:66,80; Jurasaite-Harbison 2005). Formation of professional identity, committing oneself to it and maintaining it is a complex and dynamic, conscious and unconscious process of creating an equilibrium which integrates the teacher’s pesronality and general characteristics of the profession (Beijaard, Meijer & Verloop 2004; Reybold 2003), while also containing a dimension of future, the ideal towards which one strives as a professional (Beijaard, Meijer & Verloop 2004).

Professional identity gives a feeling of self-confidence, the feeling of acting in a conscious and responsible manner, being aware of one’s limitations, possibilities and potential (Reybold 2003:237). It assumes the existence of certain knowledge and identification with the norms and ethics of the profession (Öhlen & Segesten 1998:724; Bogler & Kremer-Hayon 1999:33).

The professional identity can contain tension between agenticity (idiosyncracies of teaching) and structure (the given) (Beijaard, Meijer & Verloop 2004).

Hence, the process socialization, inculturation and creating professional identity can be described as a discourse, which could be either monologic (modelling) or dialogic, problemizing, creating self-hood  (Olesen 2000; Wenger 1998:146). It assumes encounter with “the other”, where in getting to know the other one starts to distinguish and define oneself and to know one’s limitations through the creation of “the other” (Lotman 1999; Callero 2003:123; Connelly & Clandinin 1999). In our present limits we feel safe but not so outside of them, so our limits determine what is assimilated and what is rejected, what is opposed to and what is reflected upon (Connelly & Clandinin 1999; Illeris 2003). Therefore, we could say that working with one’s limits, defining and crossing limits is a major opportunity for development  (e.g. Giroux, 1992, claims that intellectuals are the ones who cross the limits).

Hence, to make a generalization, we could say that the practice of learning and teaching has been adopted by academics in an assimilative way, meaning that the old notions of teaching and learning will become entrenched and different practices are opposed to until one realizes the weakness of one’s own position.

The important question is under what circumstances a person will problemize, govern and control oneself and how distinctive and subjective can an academic be without committing professional suicide. By the latter I mean the situation where social control makes it impossible to continue as an academic, where the essential line of professional ethics has been crossed. Hence my question: who should be entered into a dialogue with to create an awareness of the issues of teaching?

Socialization involves avoidance of conflict. So it could be said that a kind of moulding takes place; there are different strategies used: outward conformity, learning to “play the game” – acquiring certain rules, suppression of opposition, playing along, remaining silent to avoid professional suicide (Clouder 2003). In general, it could be said that change and accommodation are only for the few; most of the academics confine themselves to extending the existing identity, which could also be called assimilation (Marcia 2002; Whitbourne 1986). In general, there seems to be going on a process where profession is making a person, where an individual has to accommodate (Clouder 2003:220). Hence an important possibility for problemization through gaining an awareness of the issues and self-problemization. The creation of a distinctive identity starts with the existing, that which is visible to the others (Callero 2003:121).

The teacher’s professionalism of an academic seems to be part of a closed or diffuse identity. In a closed identity one is committed to one’s identity but it is not a result of reflection or searching; one is content with the existing identity and has not considered any alternatives to it  (Marcia 2002). In complex situations, one is inflexible and defensive  (Marcia 2002; Bergh & Erling 2005). In case of closed identity, the goals, values and beliefs in teaching have been taken over from others without critical consideration (Valk 2003; Bergh & Erling 2005:379).

Diffuse identity is a stereotypical or isolated position in which individuals resist imbalance because of the lacking structure of identity and commitment (Marcia 2002; Bergh & Erling 2005:379). An academic with a diffuse identity has nothing much to say about teaching and he/she is not actively looking for anything (Valk 2003).

It is important to reach a mortatorium, an intensive period of reformulation, an active search for essential roles and values (Bergh & Erling 2005), and in this I can see the education’s opportunity to make a challenge. It is of transitional nature and leads to the achieved identity (Marcia 2002). The achieved identity is able to formulate what kind of choices have been made, how and why (Bergh & Erling 2005: 378, 379).
Postmodernists have raised the question of power in the creation of the self, speaking of the death of the self; in the present context it would mean that the academic is a controlled mechanism in whom the discourses of an academic work from inside out, creating a self-regulating subject (Callero 2003:118). Which means that the other academics speak us, create us; this phenomenon could also be called the monologic process. Postmodernists claim that in constructing the identity the main focus should be on deconstruction, on making a challenge from within the discourse, problemizing the identities (Callero 2003:118, 119).

Opportunities for constructing a new horizon of possibilities to professionalism

As educationalists we still rely on the notion that positive action is possible and should be pursued (Siljander 2002). Constructing identity is connected with aspirations and choices  (Callero 2003:115), and this means that there are alternatives to choose from. Developing identity is a difficult process where one can speak of the identity crisis as a problem of self-definition, especially if there is a lot of options, and this can result in running from oneself (Simone 2001; Baumeister 1997:685,703), leading to wrong choices or inactivity.

Subject-hood is a creation and as such can be a source of challenge and fulfilment or danger and hardship  (Lotman 1999; Baumeister 1997:703), and the result can never be predetermined for any life presents a number of options to choose from  (Lotman 1999:71). Professionalism cannot be imparted  (Cranton & Carusetta 2004). The dialogue of self-creation could be depicted as a sinusoid – intensive inculturation and recovery of an individual voice  (Lotman 1999).

A professional community is creating a new horizon of opportunities for its new members. Despite the fact that action is creating action and a notion of potential, it is a dynamic process: for all the limitations an academic is free to construct his/her own activities. In economicism the default knowledge is assimilated to personal notions.

The key process of individuation is the intellect, reflexivity, the unique power of a human being to become his/her own object (Callero 2003:119; Clouder 2003:216). The reflexive process governs agenthood and action (Callero 2003:120). Therefore, identity cannot be predetermined. Developing identity starts with the given and must reach personally constructed identity, subjecthood, which means that a person will take control of his/her own existence (Baumeister 1997; Olesen 2000:20).

It means trying to define the existing and to cross the limits. Precondition for the development of professionalism is self-initiated self-analysis, reflexion and problemization  (Niikko 1997). Self-consciousness presupposes becoming aware of culture and values, definition. Becoming conscious of oneself is a creative process and even incidental to a certain extent as it depends on context and presupposed choices (Rorty 1999). The perceived options have been predefined by the culture. Becoming conscious of oneself means creating one’s own voice and reasoning out of it.

An academic can be considered an intellectual by definition – a critically thinking, reflecting and learning individual – but how is it related to teaching? What triggers defence mechanisms and criticism and problemization, who are the persons one compares oneself to, what are considered problems? In professionalism, growth is most important – seeing new opportunities, realizing new potential –, and in a democracy the end result can never be predetermined (Dewey 1897/2005).

University culture also problemizes certain phenomena and keeps silence on others. For Foucault problemization meant offering being for reflection; it is a question of discourse, structure and symbols  (Foucault 2005). Bourdieu has stated that scholarly practice that is unable to doubt itself does not know what it is doing. What are the facets of academic life that are not questioned?

Wright and Bottery (1997) claim that professionals’ awareness of the changed world should drastically increase, and they should be much more active as to their future role, and not be reactive to outward regulations. They should become aware of their need to actively formulate and debate professionalism in their own vocation, not maintaining passively the status quo but being creative (McInnis 2000:151; MacFarlane 201:142).

In a profession, there is always room for something more than is being used, without the danger of professional suicide. Ideally, there should be changes in a profession, self-reflection which should not be forced on.

To become aware of opportunities it is necessary to become aware of oneself, to weigh the alternatives, to make a decision. Whatever the reason, alternative scenarios are not often considered – even though this a way of strengthening oneself, becoming more aware of oneself.

This would be a professional that takes care of his/her own being, and is committed to science in the Weberian sense of the word (Schwehn 1992). Intellectuality means taking care of one’s own being (Foucault). Is it possible to discuss uniqueness and emancipation (crossing the current limits of teaching) in a university context?

In conclusion, it can be supposed that the main impediment to change is the narrowness of seeing the scope of professionalism and the present education’s inability to expand the horizon of possibility, to create a situation where the scope of professionalism is recognized and defined.

In view of the preceding discussion, my research questions for a narrative study are:

· What is the scope of an academic’s professionalism?

· How is an academic’s professionalism construed as? How is the development of one’s own professional identity perceived as? What contextual factor have been instrumental in the professional development of an academic?

· What is considered important in an academic’s work, what is problemized and what is seen as an ideal (or what opportunities are there)? Who will be stood in opposition to? What are the teacher’s professional opportunities that he/she might be unaware of?

· How is one’s professional identity construed as? What are its key elements?

· How can we support someone’s maturing as an academic?

References

Baumeister,  R. F. 1997. Identity, self-concept and self-esteem. In R. Hogan, J. Johnson, S. Briggs. Handbook on personality psychology (pp. 681-710) . San Diego: Academic Press.
Becher , T. 1999. Quality in professions. Studies in Higher Education. 24(2):225-235

Beijaard, D., Meijer, P. C., Verloop, N. 2004. Reconsidering research on teachers’ professional identity. Teaching and Teacher Education 20:107–128.

Bergh, S., Erling, A. 2005. Adolescent identity formation. Adolescence, 40(158), 377-396.
Bogler, R., Kremer-Hayon, L. (1999). The socialization of faculty members to university culture and norms. Journal of Further and Higher Education 23(1):31-40
Bourdieu, P. 1988. Homo academicus. Stanford: Stanford University Press.

Bourdieu, P., Passeron, J. C., & Saint Martin, M. 1994. Academic discourse. Stanford: Stanford University Press. 
Bowden, J., Marton , F. 1998. The university of learning. London: Kogan Page
Boyer, E. L. 1997. Scholarship reconsidered: priorities of the professioriate. San Francisco: Jossey-Bass.

Callero, P. L. 2003. The sociology of the self. Annual Review of Sociology 29:115-33.

Churchman, D. 2002. Voices of the Academy: Academics’ responses to a corporatised university. [2005, oktoober 18].
http://www.esib.org/commodification/documents/Churchman.pdf
Clouder, L. 2003. Becoming professional: exploring the complexities of professional socialization in healt and social care. Learning in Health and Social Care 2(4):213-222.
Connelly, F. M., Clandinin, D. J. 1999. Shaping a professional identity: stories of educational practice. New York: Teachers College Press
Cranton, P. & Carusetta, E. 2004. Perspectives on authenticity in teaching. Adult Education Quarterly 55(1):5-22
Dewey, J. 1897/2005. My pedagogic creed. [2006, February 20].
http://www.infed.org/archives/e-texts/e-dew-pc.htm

Eraut, M. 1994. Developing professional knowledge and competence. London: Falmer.

Foucault, M. 1985. The Use of Pleasure: The History of Sexuality.  2. London: Penguin.

Foucault, M. 2005. Seksuaalsuse ajalugu. I. Tallinn: Valgus.

Giroux, H. A. 1992. Paulo Freire and the Politics of Postcolonialism. Retrieved June 13, 2005, from http://www.cas.usf.edu/JAC/121/giroux.html
Hargreaves, A. 2000. Four Ages of Professionalism and Professional Learning. Teachers and Teaching: History and Practice 6(2):151-182
Illeris, K. 2003. Adult education as experienced by the learners. International journal of lifelong education 22 (1), 13-23.

Illeris, K. 2003. Towards a contemporary and comprehensive theory of learning. International Journal of Lifelong Education 22(4):396–406.

Jurasaite-Harbison, E. 2005. Reconstructing teacher’s professional identity in a research discourse: a professional development opportunity in an informal setting. Trames 9(59/54)2: 159–176.

Krabi, K. 2003. Õpetajakoolituse õppejõu õppimis- ja õpetamiskäsitus. [Magistritöö.] Tallinn: Tallinna Ülikool. 

Kremer-Hayon, L., & Zuzovsky, R. 1995. Themes, processes and trends in the professional development of teacher educators. In Russell, T., Korthagen, F. (Eds). Teachers who teach teachers (pp. 155-171). Washington: Falmer Press.

Kvaliteedilepe 2003. [2006, February 26].
http://www.ut.ee/erc/Kvaliteedikokkulepe.doc

Liimets, R. 2005. Mina kui ruumilis-ajaline konstrukt.  [Doctoral dissertation]. Tartu Ülikool: Tartu Ülikooli kirjastus.

Lotman, J. 1999. Semiosfäärist. Tallinn: Vagabund.

MacFarlane, B. 2001. Justice and lecturer professionalism. Teaching in Higher Education 6(2):141-152

Marcia, J. E. 2002. Identity and Psychosocial Development in Adulthood. Identity. 2(1), 7–28. 

McInnis, C. 2000. Changing academic work roles: the everyday realities challenging quality in teaching. Quality in Higher Education 6(2):143-152
McShane, K. (2004). Integrating face-to-face and online teaching: academics’ role concept and teaching choices. Teaching in Higher Education 9(1). 3-16.

Nicholls, G. 2003. Scholarship in teaching as a core professional value: what does this mean to the academic? Teaching in Higher Education 9(1):29-42
Niikko, A. 1997. Ammatillisen kasvun itsearviointi portfoliokäytäntönä. Jyväskylä: Jyväskylän ammatillisen opettajakorkeakoulun julkaisuja 16.

Nixon, J. 1996. Professional identity and the restructuring of higher education. Studies in Higher education 21 (1), 5-16.

Öhlen, J., Segesten, K. 1998. The professional identity of the nurse: concept analysis and development. Journal of Advanced Nursing 28(4): 720-727.

Olesen, S. H. 2000. Professional identity as learning processes in life histories. Roskilde: Papers from the Life History Project 12.

Reybold, L. E. 2003. Pathways to professorate: the development of faculty identity in education. Innovative Higher Education. 27(4):235-252.  

Rorty, R. 1999. Sattumuslikkus, iroonia ja solidaarsus.Tallinn: Vagabund.
Schwehn, M. R. 1992. The academic vocation: `Specialists without spirit, sensualists without heart'? Cross Currents 42 (2): 185–199.

Siljander, P. 2002. Systemaattinen johdatus kasvatustieteeseen. Helsinki: Otava.

Simone, D. M. 2001. Identity of the university professor is formulated over time requiring self-discovery followed by being an intellectual scholar and teacher. Education 122 (2), 283-96.

Teaching at a University. 2006. Tallinn: Turu-uuringute AS.

Trigwell, K., Shale, S. 2000. Student learning and the scholarship of university teaching. Studies in Higher Education 29(4):513-536

Valk, A. 2003. Identiteet. In Isiksusepsühholoogia. Tartu: Tartu Ülikooli kirjastus, 227-250.

Valk, A. 2004. Täiskasvanuõpe Eesti ülikoolides. In Õppimine ja õpetamine avatud ülikoolis. Tartu: Tartu Ülikooli kirjastus, 19-38.

Wenger, E. 1998. Communities of practice: learning, meaning, and identity. Cambridge: Cambridge University Press.

Whitbourne, S. K. 1986. The me I know. A study of adult identity. New York: Springer Verlag.

Wright, N., Bottery, M. (1997). Perceptions of professionalism by the mentors of student teachers. Journal of Education for Teaching 23(3):235-252.

PAGE  
14

