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Editorial by Series Editors

This volume is a further publication in the Springer Series of publications on
the theme of Lifelong Learning, edited by David Aspin and Judith Chapman. In
this series, we have taken as our principal agenda a number of themes for future
research and development, analysis and expansion and strategies and guidelines in
the field of lifelong learning. The domain of lifelong learning has become a rich
and fertile ground for setting out and summarising, comparing and criticising the
heterogeneous scope and remit of policies, proposals and practices in its different
constitutive parts across the international arena.

This volume is an outcome of some of the important issues that were raised in
the first edition of the International Handbook of Lifelong Learning. It deals, in
particular, with the questions about the ways in which people “become” profes-
sional. It is the work of our colleague Lesley Scanlon, who has gathered together
contributions to this important theme from a range of international scholars and
writers in that field. The writers analyse the nature, development and function of
becoming a professional and the generic attributes we may look for in them in
an age of uncertainty. The authors that Lesley has brought together look at the
relationship between professional attributes and changing conceptions of learning,
as well as the relationship between professional learning, in a range of professions —
medicine, nursing, teaching, the law, the caring professions, engineering — in a
world where opportunities for employment and their concomitant requirements
are constantly changing. They pay particular attention to the evolution from insti-
tutional requirements of professional development to a more profession-directed
and profession-driven approach, in which the needs, interests and aspirations of
the learners themselves play a far greater part in determining the structures and
directions of the learning programs that are set up to help them become proficient
agents in their chosen fields. Particular attention is paid to the changing nature,
type and function of generic attributes and learning in professional settings, where
examples and illustrative cases are drawn widely from across the international field.

Lesley Scanlon and her colleagues have done us all a signal service in the
preparation of this book. Their work has demonstrated a clear commitment to
the emancipatory potential of lifelong learning to become a professional. Their
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viii Editorial by Series Editors

argument is that the contemporary focus on the transition to work and the role of
generic attributes needs to be conceived more realistically and coherently as part of
an ongoing and interactive lifelong learning process. The professional environment
can provide individual and collective opportunities to build on and integrate learning
gained from a much wider set of activities and experiences. Learning to become a
professional is, they argue, an important part of lifelong learning, as it is a site for
personal and general forms of learning, as well as for the further development of
technical and professional knowledge to be activated and deployed in a particular
professional field. For them, the issue of how to enhance the notion of professional
beliefs and behaviour, ethics and attitudes and the application of more general
capacities like communicating, relating to people and using technology is a matter
of encouraging better learning, prior to entering and while engaged in the work of
their profession.

We believe that this important work comes forward at an especially significant
and fruitful time when the worlds and institutions of learning and work are in a
state of considerable, not to say radical, change and upheaval. We believe that both
employers and institutions will benefit enormously from reading and reflecting on
the messages contained in this work. We are pleased that the work helps carry
forward the agenda of the Springer Book Series on Lifelong Learning. We thank the
anonymous international reviewers and assessors who have considered, reviewed
and assessed the proposal for this work and the individual chapters in the final
manuscript and who have played a significant part in the progress of this work to
completion. We trust that its readers will find it as stimulating, thought-provoking
and controversial as we who have overseen this project and its development have
found it. We commend it with great confidence to all those working in this field. We
are sure that this further volume in the Springer Series will provide the wide range
of constituencies working in the domain of lifelong learning with a rich range of
new material for their consideration and further investigation. We believe that it will
encourage their continuing critical thinking, research and development, academic
and scholarly production and individual, institutional and professional progress.

January 2011 David Aspin and Judith Chapman



Contents

Introduction ......... ... i 1
Lesley Scanlon

1

10

‘Becoming’ a Professional .........................n 13
Lesley Scanlon

Becoming As an Appropriate Metaphor
for Understanding Professional Learning ............................... 33
Paul Hager and Phil Hodkinson

Learning to Be — At Work ... 57
David Beckett
Higher Education and Becoming a Professional ........................ 77

Madeleine Abrandt Dahlgren

Becoming Authentic Professionals: Learning for Authenticity ........ 95
Thuy T. Vu and Gloria Dall’ Alba

White Coats, Handmaidens and Warrior Chiefs: The Role
of Filmic Representations in Becoming a Professional ................. 109
Lesley Scanlon

Becoming a Medical Professional ............................. 129
Alan Bleakley

Professional Practice and Doctoral Education: Becoming

aResearcher.............. 153
Alison Lee

Becoming a Professional Doctor ... 171

Kirsty Foster

Becoming a Professional Nurse ..................ccoocoiiii. 195
Jane Davey and Sandie Bredemeyer

ix



X Contents

11 Teacher Professional Becoming: A Practice-Based,

Actor-Network Theory Perspective.......................coooiiiiiiinn.. 219
Dianne Mulcahy
12 And the Conclusion for Now Is ... 2 ..., 245

Lesley Scanlon

Biographies .......... ..o 247



Introduction

Lesley Scanlon

Looking back, looking forward

This book had its genesis in reflexive musings, a kind of ‘looking back, looking forward’
on my continuing professional journey. ‘Looking back’, I observed a journey of iterative
professional ‘becoming other’ as I navigated countless boundary crossings from and
within education sectors as distinct as secondary schools, Technical and Further Educa-
tion and Higher Education, and knowledge domains as disparate as Chinese Mandarin,
Anthropology, History, Education, and English. After each crossing, I found myself a
professional stranger in an unfamiliar land. Looking forward, I see a continuous journey
of ‘becoming other’ — an iterative adventure of lifelong learning. These musings led me to
wonder about other professional ‘becomings’ and hence this interdisciplinary exploration of
professionals.

So what does becoming a professional mean? A commonsense answer to this
question might go something like this: the would-be professional acquires a degree
in their professional field, perhaps engages in field placements, gains certification
through an outside accrediting authority (if appropriate) and begins professional
practice — quod erat demonstrandum, they has become a professional. So far so
good, but the commonsense explanation leaves significant questions unanswered,
for instance, what do we actually mean when we speak of ‘becoming’? Is it a kind
of end-game achievement that once accomplished remains forever valid? Does it
represent a continual process of lifelong learning within and across professional
fields? When and where does this ‘becoming’ occur? Is it bestowed with tertiary
degree status or with formal accreditation or registration or employment or rather is
it something that comes with longevity of service? Is ‘becoming’ a self-bestowal,
a way of professional self-identity recognition, or an institutional or workplace
bestowal? The commonsense answer takes for granted that ‘professional’ and
‘profession’ are unproblematic terms on which there is widely acknowledged
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agreement. However, this is far from being the case. As we see in the next chapter,
these terms have been debated in the literature for over 100 years without any
resolution being reached.

Forming a backdrop to these debates about the nature of the professions and
of the people who work in them is a panorama of the ever-changing nature of the
professional world. Taken-for-granted notions of the superiority of the professions
grounded in such things as an exclusive knowledge-base or the service ideal and
altruism are no longer tenable in an age of a better educated client base and increased
public accountability. Claims to professional status are no longer restricted to the
traditional professions such as doctors, lawyers and newer professionals such as
teachers and nurses. Google ‘professional’ and there are over 500 million results,
including a wide variety of organisations representing a range of ‘professionals’ —
doctors, real estate agents and teachers, and individuals such as wedding planners,
fitness experts and flower arrangers. It seems that the professions are not what they
were. Moreover, professional workplaces in the twenty-first century are also not
what they were; they too have ‘become other’ as they respond to the inexorable
forces of globalisation and new managerialism.

This introduction frames the discussions in the book by surveying the twenty-
first century context of professional practice. To do this, I first refer briefly to
globalisation and associated ideologies and how these impact on the professions.
Second, using a number of professional examples, I examine the impact of multi-
culturalism on the traditional construct of the professions. Finally, the challenge of
deprofessionalisation is explored across a range of professions.

1 The Twenty-First Century Professional Context

The twenty-first century world, in which professionals engage in iterative pro-
fessional becoming, is vastly different from the world in which the traditional
professional construct, examined in detail in Chap. 1, developed. An overarching
reason for this is globalisation — that set of social, cultural and economic ar-
rangements which, Dale (1999, p. 3) argues, emerged following the decline of
the post-1945 economic and political order. Globalisation, through its discursive
practices, has had a significant impact on how nation states have restructured their
economies and public institutions. Within this new world order, one of the most
influential constructs of the new global discourse is the competitive state, which has
replaced the welfare state. Nation states have responded to the challenges presented
by the competitive state in two ways. Individually, they have prioritised economic
activities; collectively, they have reacted to globalisation by setting up a framework
of organisations like the International Monetary Fund, the OECD, G-7 and the
World Bank (Dale 1999). These global organisations and nation states have adopted
the discursive practice of economics which has permeated professional practice,
particularly in the public sector, through new managerialist policies.
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New managerialism or neo-liberalism, Davies (2003, p. 92) argues, may be
the most significant discourse in the construction of professional practice hitherto
experienced. New managerialism, its adherents claim, is about efficiency and effec-
tiveness (Deem 2001, p. 9); its critics argue that it has led to increased accountability,
surveillance and control (Davies 2003). Within teaching, for example, this has meant
increased control by administrators resulting in the development of measurable
standards for both teachers and students alike. Reduced government spending on
public institutions has also been associated with new managerialism, and this has
resulted in the professionals who work in public institutions — teachers, doctors
and nurses amongst them — being particularly vulnerable to globalisation because
these institutions are ‘creatures of the state’ (Tatto 2006, p. 234). New managerialist
practices ensure that administrators take precedence because professionals cannot
be allowed to interfere with the management aims of their leaders (Beckman and
Cooper 2004, p. 5).

Globalisation, because of its supranational dimension, has resulted in profes-
sional practice no longer being confined by national borders. Thus, the professions
have adopted cross-national professional credentialling to enable the unprecedented
mobility of professional labour. In the new competitive environment, the old
exclusory licensing contexts which favoured citizens over migrants have given
way in the European Union (EU) to favouring EU citizens (Evetts and Dingwell
2002, p. 165). Thus, the standardisation of professional education was an early EU
priority which has, however, proved problematic; the UK has been slow to accept
European standards for speciality licensing (Evetts and Dingwell 2002, p. 160) and
UK engineering qualifications have had limited acceptance in Europe because, for
example, in Germany, engineering is seen as a far more prestigious career than in the
UK (Carter and Crowther 2000, p. 26). There is also no common agreement about
the purpose of education, curricula priorities and the skills and qualities required
of teachers or their responsibilities — that is, about the working life of professional
teachers. Teaching, therefore, furnishes another example where mobility within the
EU has been affected by different nations and traditions (Sayer 2006).

The new professional mobility has resulted in a hitherto unknown global
hierarchy of labour. For example, German lawyers who operate internationally
have higher salaries and have higher specialisation levels than those who practice
within the confines of Germany. These international lawyers, according to Shaw
(2005, p. 224), are considered at the top of the professional pyramid. The result,
Shaw claims, is that they feel closer to their international colleagues than they
do to their German colleagues who confine their legal practice within Germany’s
national borders. Ball (2004) locates a different kind of hierarchy in the large-scale
movement of Filipino nurses to the Middle East and the USA. These nurses do
not belong to a global healthcare elite: rather they form a marginalised workforce
because they accept positions which local nurses are unwilling to fill.

Within the global context, there are two significant challenges to professional
‘becoming’ in the form of multiculturalism and deprofessionalisation.
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1.1 Multiculturalism

The chapters in this book are situated within the socio-political-cultural contexts of
the UK, Europe and Australia. This world is not a cultural monolith as the concept
of becoming a professional varies across national boundaries. It is also the case
that demographically, nations are increasingly culturally diverse. My focus in this
section is on the challenges to the professions, created by the global importation of
the Anglo-American concept of professions to societies which have vastly differing
socio-cultural and political contexts to those of the nation states in which the
professions developed.

A useful way of examining the impact of multiculturalism on the professions
is Walton and El Nasr’s (1988, p. 137) adoption model which they used to
examine how the western concept of social work was introduced into Egypt. The
adoption process they suggest consists initially of the transmission of the western
construct through importation; this is followed by indigenisation, in which local
modifications are made to the western model and finally authentisation, in which
professionals develop local authentic practice. Developing authentic social work
practice in Egypt, the authors point out, requires social workers to acknowledge
the Islamic foundations of Egyptian society. According to Al-Krenawi and Graham
(2000, p. 5), this means an acknowledgment of the collectivist social foundation of
Islam. In terms of social work practice, professionals, in constructing the problem
and devising the treatment regime, must incorporate not only the patient but also
the extended family and the community. One way of bridging the gap between
local culture and professional practice is to use cultural mediators. Al-Krenawi
and Graham (2001) examine the use of mediators in a Bedouin-Arab community
in Israel, explaining that these individuals must be of high status with extensive
community knowledge if they are to become ambassadors for professional social
work (p. 678). Tsang and Yan (2001, p. 435) illustrate the concept of authentisation
in the adoption of social work in China. In the Chinese context, researchers advocate
zhongti xiyong rendered in English as ‘Chinese corpus, western application’. In
this authentisation model, ‘Chinese corpus’ refers to the social institutions, cultural
traditions and values of China while the ‘western application’ refers to aspects of
professional practice adopted from the west.

The complex processes of indigenisation and authentisation are further illustrated
in the multiple local factors which impact on nursing in Hong Kong and China,
for example. Here, the universal construct of what it means to nurse is influenced
not only by traditional Chinese culture but also by the colonial culture of the once
British colony. The Chinese cultural influences include Confucianism, Buddhism,
Taoism, as well as myths and legends and traditional notions of family. Traditionally,
these influences dictated that caring for the sick was the role of women within the
family; nursing of the sick by a woman outside the family is an imported western
concept (Pang et al. 2004, p. 658). Another traditional influence that Pang et al.
(2000, p. 23) found was that nursing was associated with servants’ work. The
authors point out that while the acts of nursing are universal, the manner of caring
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is cultural. Ultimately, finding ‘genuine and authentic tools in local systems’ means
‘what goes on between practitioner and clients has to be linked to the meaning
system of the local culture’ (Kwong in Hutchings and Taylor 2007, p. 388). The
colonial legacy in Hong Kong, Foong et al. (1999, p. 543) suggest, is one in which
the conferment of status is based on wealth creation; consequently, nurses who
receive low salaries have a low status.

Another importation study examined the role of culture in the implementation
of teacher appraisal in Hong Kong (Walker and Dimmock 2000). These authors
challenge the value of importing ‘foreign’ educational structures, policies and
practices into cultures that are vastly different from those in which they were
initially conceived (p. 156). One of the major cultural differences which impacts
on teacher appraisal is that the western models adopted in Hong Kong are based on
western individualist concepts which are alien to the Chinese collectivist culture. In
collectivist cultures, identity is achieved through group membership where harmony
is a predominant consideration and individuals control personal emotions to avoid
confusion, competition and conflict.

Political contexts also impact on the way professionals define themselves and
their work. Traditionally, for example, governments in liberal democracies have
interfered less in professional practice than single party states such as China.
Hutchings and Taylor (2007, p. 386) observe that, in the case of social work, in
liberal democracies, the role of social work is to promote social change and to
improve the life experiences of individuals. Promoting social change in societies
such as China may be dangerous and may result in oppression and persecution.
The significance of the political context is further illustrated by Lai and Lo’s (2007,
p- 59) examination of teacher responses to government-initiated reforms in China
and Hong Kong. Politically, Hong Kong has a British colonial tradition in contrast to
the socialist tradition which has permeated every aspect of life in China since 1949.
In Hong Kong, Lai and Lo found that teachers adopted a more independent stance
to proposed government reforms by embracing only those government initiatives
which they felt would benefit student learning. In Shanghai, however, teachers were
found to align their thinking with state rhetoric and to more readily and uncritically
adopt government initiated reforms (p. 64).

Lawyers, as the term is understood in the Anglo-American tradition, are rela-
tively new in China, first appearing in the early twentieth century (Zheng 1988).
However, the autonomy and the independence which characterise legal practice in
the west have not been distinctive features of the Chinese legal system. Lawyers
until recently were required to openly commit to ‘love the Peoples’ Republic of
China and support the socialist system’ (p. 487). In contemporary China, lawyers are
now ‘autonomous, independent and self-reliant’ (Michelson 2006, p. 12) following
the passing of the 1996 Lawyers’ Law. This law defines lawyers not as ‘state legal
workers’ but as professionals providing services to society (Komaiko and Que 2009,
p. 46). As aresult, lawyers are now more able to vigorously represent clients whose
interests may not be ‘wholly synonymous with the state’s’ (Alford 1995, p. 32).
This is an interesting example of the process of importation, indigenisation and
authentisation almost coming full circle — as the importing nation has undergone
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political change so too has professional legal practice which has shifted closer to its
western conceptualisation.

The preceding examples indicate the ways in which so-called universal concepts
of the professions are mediated through local cultural and political practices.
Becoming a professional is situated in temporal and spatial contexts and as
these change through the impact of globalisation and multiculturalism, so do the
professionals who work in these contexts.

How then do professionals prepare to become global practitioners? Lynch et al.
(2009, p. 112) advise engineers that they would benefit from familiarity with a
foreign language, literature and culture if they are to deliver services to foreign
clients, either in countries other than their own or indeed within the multicultural
context of the contemporary nation state. In this new global context of practice,
there are a variety of moral and ethical backgrounds that ensure that specialised
professional knowledge alone is no longer sufficient for practising professionals.

To accommodate these changes, many professions have developed journals
focusing on ‘transcultural’ aspects of professional practice — the Journal of Cross-
Cultural Psychology, Journal of Transcultural Nursing, Transcultural Psychiatry,
Journal of Multicultural Social Work, are a few examples of this trend. Another
accommodation is the introduction into professional curricula of ‘cultural compe-
tencies’ which emphasise the development of culturally relevant attitudes (Tuck
et al. 2010). By thus adapting to global practice, the professions avoid what Walker
and Dimmock (2000, p. 164) call ‘false universalism’ and recognise the need for
cultural adaptation in order to provide professional services in a global world.

1.2 Deprofessionalisation

Within the global context of the twenty-first century, the professions, and those
who work in them, are assailed by the process identified as deprofessionalisation.
Haug (in Halmos 1973) defines deprofessionalisation as the loss by professional
occupations of their unique qualities, in particular their monopoly over knowledge,
public trust, autonomy and authority over their client base. These unique qualities
or essences are examined in detail in Chap. 1. Here, I want to foreground that
examination by suggesting the different ways in which the deprofessionalisation
process is working across the professions.

One way in which deprofessionalisation manifests itself is in the provision of
professional services by, what Kritzer (1999, p. 720) calls, ‘specialised general
professionals’ or non-professionals. Examples of this can be seen in the provision of
conveyancing services by non-lawyers and the provision of routine medical services
by nurses in walk-in clinics. Even the clergy have not been immune to the forces
of deprofessionalisation. Horii (2006) examines the case of Buddhist clergy in
Japan and locates the origin of the deprofessionalisation process in the incursion by
rival occupation groups (p. 28), including funeral companies which have emerged
to provide the mortuary rites, once the preserve of the clergy. Counselling is
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another service previously offered by Buddhist temples which is increasingly being
subsumed by medical and non-medical professionals in Japan.

Another form of deprofessionalisation is the loss or distillation of skills. Jeffrey
and Woods (1996, p. 328) provide examples relating to the teaching profession: the
routinisation of work; the loss of conceptual, as opposed to operational, responsibili-
ties; loss of time for reflection and for recovery from stress; the weakening of control
and autonomy; and, in general, a move from professional to technician status. In the
new managerialist climate, increased workloads engage teachers not in pedagogical
work, but in administration. This increased surveillance and control, Smyth et al.
(2000) argue, means that teachers have become more like industrial workers than
professionals. This increased administrative work has also led, according to Diment
(Avis 2007, p. 94), to ‘underground learning’ where teachers, in order to maintain
a productive learning relationship with students, and to preserve their own sense
of professional self-identity, teach over and above their allocated teaching hours.
Teachers then bear the cost in terms of overwork and stress.

The deprofessionalisation of teachers’ work is also active in Further Education
(FE) which has seen a systematic deskilling through the displacement of teacher—
student contact with online flexible learning, lowering academic standards and
performance assessment by external agencies (Randle and Brady in Avis 2007,
p- 99). Previously, traditional teachers in FE adopted a professional identity
grounded in notions of subject specialty; recently, the professional subject expert
has given way to ‘the pedagogue who facilities learning’ (Avis 2007, p. 9).

Deprofessionalisation also results when a professional’s core values are attacked.
Chin (2001, p. 582) notes Pellegrino’s identification of two sources of conflict
unique to twenty-first century medical practice — the commodification of healthcare
and commercialisation and profit making, resulting in the worth of a physician being
measured in terms of productivity only. Another aspect is the individualisation of
professional practice which has contributed to a loss of collegiality, manifest, for
example, in doctors withholding medical knowledge from each other for selfish and
ambitious reasons (Chin 2001, p. 583).

The redefinition of the professional workplace is another facet of deprofessional-
isation; the discourse of new managerialism with its accountability and surveillance
techniques constructs all workers as ‘replaceable’ (Davies 2003, p. 93). In the past,
lawyers joined a legal firm and anticipated years of substantial income within that
firm. However, today, firms regularly shed partners, dissolve and merge, introducing
instability into what was previously a more stable workplace (Kritzer 1999, p. 732).
Universities have not been exempt from workplace change, and academics are
working in rapidly changing workplace contexts (Healy 2010). An article in an
Australian newspaper, Universities Facing Crisis of Confidence, identified the
academic environment as one of rapidly rising student—staff ratios, redundancies and
low morale. The Higher Education sector, according to one Australian academic,
quoted in this article, is ‘facing a perfect storm’. Barnett (2003, p. 6) examines
what he calls the fragile, shifting and uncertain world of the university which, he
argues, is in a ‘perpetual state of becoming’ with no end point and no definite state
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of realisation — a professional workplace in an iterative state of ‘becoming other’ as
are the professionals working within this context.

This book problematises the often taken-for-granted notions of individual pro-
fessional ‘becoming’, the contexts in which professionals work and learn, the
professions themselves and the client base of professionals. The intention of this
book is to encourage reflexivity in experienced practising professionals, beginning
professionals, student professionals, educators of professionals and clients across
the professions. In the twenty-first century, it is not sufficient for professionals
and professional educators to engage in ‘thinking as usual’ within often outmoded
constructs of what it means to be a professional — there are continual challenges
to the epistemological and ontological claims of professionals. These challenges
make professional engagement in iterative cycles of becoming and lifelong learning
fundamental to claims of becoming a professional.

2 Overview of the Book

All the contributors bring their experiences of becoming a professional and assisting
and researching the professional becoming of others to the chapters in this book.
Each explores becoming a professional from a different theoretical perspective,
across a range of professions and in different contexts of work and study. From these
chapters, what emerges is a view of becoming a twenty-first century professional,
which is far more problematic than the commonsense answer suggested earlier.

In the first chapter, I examine the concepts of ‘becoming’ and ‘professional’.
I begin by locating the provenance of ‘becoming’ as an evolutionary, iterative
process by which a sense of professional self is developed. I argue that this is
a process which eschews endpoint notions of professional being such as those
found in novice to expert models. I explore the second concept of ‘professional’ by
examining the still unresolved search for a satisfactory definition of what constitutes
a professional. The chapter deconstructs the hitherto widely accepted notion of
‘professional essence’ and the twenty-first century challenges to this essence. I
conclude the chapter by linking the iterative concept of ‘becoming’ to lifelong
professional learning.

Hager and Hodkinson in Chap. 2 carry the notion of ‘becoming’ into their
examination of professional learning through their use of ‘becoming’ as a metaphor
for learning. ‘Becoming’, they argue, is a more fruitful metaphor for investigating
professional learning than the common alternative metaphors such as acquisition
and transfer, participation and construction. ‘Becoming’ as a metaphor emphasises
that learning, practice and dispositional development are ongoing and are never
completed. This metaphor best captures the iterative formation of a professional
and aligns closely with the concept of lifelong learning.

In Chap. 3, Beckett emphasises the relational nature of becoming, the sociality
of practice and the significance of making practical judgements. He challenges
the individualistic nature of traditional concepts of ‘professional’” which focus
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on disciplinarity, professionality, learning and human cognition, and argues that
professional becoming is ‘socially located’ — a view of professional becoming
central to lifelong learning.

Abrandt Dahlgren in Chap. 4 situates the discussion of ‘becoming’ within the
worklife transitions of students, specialising in psychology and political science,
from universities with different learning and cultural contexts. Becoming profes-
sional is here studied as a function of how students understand their professional
university studies on entering university and what they see as the relationship
between study and work.

In Chap. 5, Vu and Dall’Alba draw on Heidegger’s concept of ‘being-in-the-
world’ to examine ‘becoming’ in terms of ‘becoming authentic’. They argue that
neophyte professionals need to develop a critical approach to learning by taking
responsibility for forming their own perspectives through interactions with peers,
teaching staff and others. They point out that educators of professionals have a key
role to play in raising with students issues about who they are becoming and what it
means to become skilful, authentic professionals.

I take ‘becoming’ to the movies in Chap. 6 and, through a detailed review of
the literature, examine the dominant ways doctors, teachers and nurses have been
represented in film and on television. I explore how the ‘reel’ is conflated with the
‘real’ and the impact this has on professionals and also on society’s expectations
of professionals. I argue that exploring filmic representations provides professionals
with ‘possible’ professional selves which can be rehearsed for authenticity in ‘real’
situations.

In Chap. 7, Bleakley draws on the work of Deleuze and Guattari to examine
becoming a medical practitioner in the twenty-first century. He argues that doctors
must adjust to more horizontal, democratic work practices and be prepared to
account publicly for these practices. Doctors’ work is no longer confined to
healthcare in the sense of ‘producing health and repair’; doctors must ensure
patient safety through effective communication with other healthcare workers and
with patients. He calls for a new kind of doctor, a ‘medical citizen’, who works
collaboratively, learning from peers and patients.

Lee in Chap. 8 examines ‘becoming’ through engagement in professional
doctoral studies. Professionals who undertake these studies become a new kind of
subject — a ‘practitioner-researcher’. These doctorates locate becoming in a new
place at the interface of academic, professional and workplace knowledges. Doctoral
learning, she suggests, is a fraught and incomplete process of learning how to know
and be, differently.

In Chap. 9, Foster views becoming a medical practitioner as one of irreversible
transformation. She deconstructs the process of becoming a doctor into several
stages, from choosing to become a doctor to becoming an independent medical
practitioner. In each of these stages, she recognises moments of ‘being’ which are
nonetheless temporary as the practitioner continues to become in a lifelong process
of professional learning.

Davey and Bredemeyer in Chap. 10 explore the concept of becoming a profes-
sional nurse. They begin by drawing on the literature to examine the socio-historical
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tradition of nursing in Australia. They examine the inconsistent educational prac-
tices used to prepare nurses, and some of the negative socialisation processes
experienced by nurses entering the workplace. They emphasise the importance of
multidisciplinary, situated practice in the development of professional identity and
the professional becoming of a registered nurse.

In Chap. 11, Mulcahy examines teacher professional becoming through actor—
network theory. She argues that professional becoming as a field of practice
is constituted through inter-weavings of people, places, bodies, texts, artefacts
and architectures. Professional becoming occurs in an ‘in-between’ space in the
interaction between learning in the academy and learning in schools. Thinking about
professional becoming in this way dissolves theory practice dichotomies.

I return in Chap. 12 to the question — ‘what does it mean to be a professional?’
I briefly ‘answer’ this question by noting some of the core arguments from the
chapters, and I examine the viability of the notion of the traditional professional
essence in the twenty-first century. I then conclude with what becoming a profes-
sional means to me ... for now.

What then are the professions and how do we account for professional becoming?
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Chapter 1
‘Becoming’ a Professional

Lesley Scanlon

1 Introduction

This is the foundational chapter of the book. It problematises professional
becoming through an examination of the two principal concepts — ‘becoming’
and ‘professional’ — which underpin each of the chapters in this interdisciplinary
work. To do this, I suggest ways we might answer the question posed in the
introduction — what are professionals and how do we account for professional
becoming? The chapter has three main sections which examine the nature of
‘becoming’ using different theoretical constructs, the search for an understanding
of what is a professional and the role of lifelong learning in professional becoming.

I begin the chapter by locating, within the scholarly literature, the provenance of
‘becoming’ as an iterative and emergent concept of identity formation. Adopting
‘becoming’ implies a rejection of conventional novice-to-expert explanations of
being a professional and accepting instead the ‘ongoingness’ of developing a
professional self and all that this implies. I make use of Schutz’s ‘stranger’,
Wenger’s ‘trajectories’ and Ibbara’s ‘possible selves’ as theoretical frames to guide
the discussion. Next, I draw extensively on the literature to consider the claimed
cultural specificity of ‘professional’; this is followed by a consideration of the long
and still unresolved search for a satisfactory definition of professional, again with
extensive reference to the literature. I then turn to what has traditionally been taken
to constitute the essence of a professional by looking at the epistemological and
ontological dimensions of this essence and at the same time consider contemporary
challenges to these dimensions. The chapter concludes with a discussion of the ways
in which ‘becoming’ is contiguous with lifelong learning.
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2 The Nature of ‘Becoming’

The provenance of becoming is located in the work of scholars such as Cooley
(1922), Mead (1934), Schutz (1964) and more recently the work of Wenger
(1998), Ibarra (1999) and others. What emerges from these eclectic origins is a
sense of becoming as an evolutionary, iterative process through which individuals
develop a sense of a professional self, a professional identity. In this view,
professional becoming cannot be reduced to the acquisition of knowledge and skills
within formal educational environments which are then enacted in a professional
workplace. Of course, knowledge and skills are significant and together with
professional performance help constitute identity. This professional identity is
multidimensional and includes not only individual and collective identity situated in
specific professional practices but also provisional identity, a kind of rehearsal for a
professional self. Moreover, this professional self is an ever changing phenomenon,
never fully realised, always in the process of becoming other.

The book makes a distinction between ‘becoming’ and ‘being’ a professional.
I argue that ‘being’ a professional denotes the notion of arriving at a static point
of expertise. It is a concept frequently encountered, for example, in typologies of
professional practice where the expert is the final stage in a lineal professional
development beginning with the novice and suggested by scholars such as Berliner
(1986), Dreyfus and Dreyfus (1986) and Kagan (1992). On the other hand, when we
conceptualise professional identity as ‘becoming’, we highlight the evolutionary,
processural nature of developing a professional self. It is an iterative concept that
eschews notions of arrival and end-point achievement of expertise. It is for this
reason that ‘becoming’ is contiguous with notions of lifelong learning. In the context
of the knowledge society of late modernity, where professionals must continually
adapt to new knowledges and the new contexts in which these knowledges are
actualised, final expertise is unachievable.

In ‘looking back, looking forward’, in the Introduction to the book, I used the
word ‘stranger’ when describing my professional becoming through a series of
transitions. I did this quite deliberately as a segue into Alfred Schutz’s seminal
paper The Stranger (Schutz 1964) which is a useful conceptual lens through which
‘becoming’ can be observed as an iterative process. Schutz defines the stranger
as ‘an applicant in a closed club’ (Schutz 1964, p. 91). This is an effective way
of viewing the fledgling professional as they approach their initial entry into
professional practice. Pre-service professional preparation involves the budding
professional in the acquisition of theoretical knowledge and workplace experience.
Regardless of the degree of pre-professional workplace experience, the professional
context when first encountered as a fully fledged professional is an unfamiliar
cultural world, a ‘field of adventure’ (Schutz 1964, p. 104). This is a problematic
situation for the stranger as well as for the old culture because the initiate is not
bound to worship, as Schutz (1964, p. 104) puts it, ‘the idols of the tribe’. The new
professional may not even recognise the idols or the degrees of worship accorded
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to them. Within the professional context, the idols may include sacred professional
texts, experts as truth sayers, revered values and ritual practices, for example.

Why strangers face these difficulties is that they have what Schutz (1964, p. 93)
calls, drawing on a distinction made by William James (1902), ‘knowledge about’
the new professional context rather than ‘knowledge of” this context. This ‘knowl-
edge about’ is naive, decontextualised and untested knowledge not verified through
actual engagement. This contrasts with ‘knowledge of” which is contextually tested
insider knowledge consisting of ‘trustworthy recipes’ which provide professionals
with routine procedures and ways of interpreting the new situation (Schutz 1964,
p. 94). The acquisition of this recipe knowledge is a critical step in becoming a
professional within the context of practice. (I have used this conceptualisation of
knowledge elsewhere [see Scanlon et al. 2007] to examine the transition and identity
construction in first-year university students.)

Schutz explains, however, that this ‘recipe knowledge’ or what he calls ‘thinking
as usual’ works only until a crisis situation occurs in which the tried-and-true
recipes are no longer adequate. Within the ever-changing context of professional
practice in the twenty-first century, with, for example, new medical knowledge and
procedures and new curriculum structures constantly evolving, professionals face
recurring crisis points where their knowledge-base and their established practices
may cease to operate effectively. Practice thus becomes problematised leading the
reflexive practitioner to locate new knowledges and practices. This new knowledge,
once brought into the context of practice, changes not only the practitioner but
also the practice. Thus, not only the professional but professional practice is in an
iterative cycle of becoming other. Because of this ever changing world of practice,
a professional might at any point be relegated to the role of a stranger within
a professional context in which they were previously a member. Thus, the once
explicit ‘knowledge of* the context of professional practice becomes ‘knowledge
about’ that practice.

This iterative element of professional becoming or identity construction can be
seen in more recent works such as that of Wenger (1998, p. 56), who uses ‘trajectory’
to signify the continual motion that is identity formation. He suggests that ‘identity
is a becoming’ and that the work of identity is ongoing and pervasive. He sees
identity as negotiated experience in the sense of being a community member, as
a learning trajectory, as a nexus of membership and as a relation between the local
and the global (Wenger 1998, p. 149). The experience of identity in practice is a way
of being in the world because it is produced as a lived experience of participation
in specific communities (Wenger 1998, p. 151). What both Wenger and Schutz are
examining is of course socialisation or acculturation into a cultural practice and this
is fundamental to becoming a professional. Ibarra (1999, pp. 765-767) similarly
argues that identity is a negotiated adaptation by which people strive to improve
the fit between themselves and their work environment. I should like to emphasise
that the use of ‘fit’ here does not imply a static, unchanging context which members
must accommodate; the inclusion of a new member results in a change of context
which itself is in a constant state of becoming with the arrival of new members.
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‘Crafting’ a professional identity, a professional self (to use Ibarra’s terminol-
ogy), is always in the process of becoming as individuals actively choose, alter and
modify their identities based on what will enable them to get along best in their
professional context (Baumeister and Muraven 1996, p. 405). These professional
identities are formulated and maintained over time in an ongoing negotiation of
self, a process during which individuals are defined by others and in turn define
and redefine themselves (Coover and Murphy 2000, p. 125). This is a view notably
propounded by George Herbert Mead (1934, p. 158), in which the individual
develops an identity grounded in the assimilation and acceptance of contextually
specific shared beliefs, rules, values and expectations as a result of interaction with
significant others and with the generalised other, that is, with the attitudes of the
social group to which the individual belongs. A similar position is taken by Franzak
(2002, p. 258), who argues that we live in a world of negotiated identity where we
continually construct and revise visions of self. Britzman (in Weber and Mitchell
1995, p. 25) refers to the perpetual incompleteness of identity and suggests ‘identity
is a constant social negotiation that can never be permanently settled or fixed’.

All professional contexts offer both opportunities and constraints for becoming
a professional for, as Berger (1966, p. 107) suggests, ‘Every society contains a
repertoire of identities that is part of the “objective knowledge” of its members’. As
the individual is socialised, this objective reality is subjectively appropriated, that is,
socialisation brings about symmetry between objective and subjective reality, and
between objective and subjective identity. The individual recognises their identity
in socially defined terms and these definitions become reality as the individual
lives in society (Berger 1966, p. 108). Becoming a professional is not only about
developing an individual identity but also about developing what Cerulo (1997) calls
a collective identity, requiring lifelong negotiation and renegotiation. Collective
identity is a social artefact, an entity moulded, refabricated and mobilised in accord
with reigning cultural scripts and centres of power (Cerulo 1997, p. 387). These
identities can be rehearsed as ‘possible or provisional selves’ (Ibarra 1999) or ‘ideal
identity’ (De Ruyter and Conroy 2002).

‘Possible or provisional selves’ and ‘ideal identity’ are powerful tools in
professional identity construction. Ibarra (1999, p. 765) argues that individuals
adjust to new professional roles by experimenting with images that serve as trials
for possible, but not yet fully elaborated professional identities. These provisional
selves are temporary solutions that individuals use to bridge the gap between
current capacities and self-conceptualisations, and the representations they hold
of what attitudes and behaviours are expected in the new role (Ibarra 1999,
p. 765). The idea of provisional selves builds on the idea of possible selves
suggested by Marcus and Nurius (1986) and these not only serve in the initial
formation of professional identity but may also provide a means of renegotiating
identities during career passages. Ibarra (1999, p. 767) argues provisional selves are
makeshift until they are rehearsed and refined with experience. When building a
repertoire of possible selves, Ibarra (1999, p. 772) identifies the importance of role
prototyping to determine what constitutes credible performance. This is achieved
through observing successful role models and thus learning tacit rules and ways,
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and important professional traits. It is, however, in the doing that the ‘real’ self is
actualised.

These role models may be encountered during academic professional preparation
particularly when authentic learning spaces are created where these possible
selves can be rehearsed before formal entry into the ‘real’ professional world
(Scanlon 2008a, b; 2009a, b). Other sources for possible selves include practicum
experiences, working with mentors or the rich array of filmic representations in
popular culture, all of which contain potential exemplars of desirable and, of course,
undesirable possible selves.

3 What is a Professional?

‘Professional’ is the second key construct in the title of this book and there is an
extensive literature on what constitutes a professional and the professions, their
origin, distinctive characteristics and contemporary challenges. It is not my intention
in the following section to provide a comprehensive review of this literature,
but rather to selectively highlight from this vast resource some of the critical
issues relevant to the discussion of becoming a professional. I begin with some
general comments about the nature of the professions and the unsuccessful search
for a definitive definition. This leads into a consideration of the epistemological
and ontological dimensions traditionally seen to constitute the essence of the
professions. Woven through this examination are the current challenges to many
of these traditional claims made by professionals.

I have taken Evetts’s (2006, p. 135) lead here and identify professionals as
practitioners who work in knowledge-based service occupations. These occupations
require tertiary education followed by formal credentialing, and have an agreed
standard of ethical behaviour. These ‘knowledge workers’ service fundamental
social needs such as health and education. This is a working definition only as there
is no agreed definition of either a professional or a profession nor is the concept a
universal one but rather like cricket, according to Burrage (1990, p. 4), an anomaly
of which the English are proud and no one outside the old empire understands the
rules. Friedson (in Dingwell and Lewis 1983, p. 26) agrees, calling the professions
‘the English disease’.

Scuilli (2005, p. 915) supports ‘the English disease’ thesis and argues that the
concept of profession does not exist in Europe because he says there is no linguistic
equivalent in any European language. The closest European equivalent, Scuilli
suggests, is Burgertum which is equivalent to the ‘middle class’, or Bildungsburger-
tum, the ‘cultivated middle class’. Nonetheless, his work on the rise of the visual
academies in Europe — Florence in the fifteenth century, Rome in the sixteenth
century and Paris in the seventeenth century — firmly establishes the rise in Europe
of the first practitioners to provide expert occupational services (Scuilli 2007, p. 38).
An extensive study (Jarausch 1990, p. 4) of lawyers, teachers and engineers in
Germany in the first half of the twentieth century notes that the lack of the term
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in German has rendered studying the professions in central Europe difficult. He
argues that in the nineteenth century, the word Beruf (a Lutheran notion of ‘calling”)
when combined with Stand and rendered as akademischer Berufsstand was used to
indicate a profession. However, Malatesta (1995, p. 5) points out that akademischer
Berufsstand does not, unlike the modern professinalizierung, carry any connotation
of self-organised closure of a profession but rather refers to class-based distinctions
between intellectual and manual work.

Collins (in Torstendahl and Burrage 1990, p. 15) acknowledges the existence
of professions in Europe and identifies the difference between the English and
‘continental’ professional models. The continental model, he says, emphasises elite
administrators who hold office through academic credentials while the English
model stresses freedom of employment and control of working conditions. Collins
locates this difference in the origin of the professions which in Europe developed
alongside the growth of the nation state. Jones (1991, p. ix), in his study of
professions in the Soviet Union and Eastern Europe, supports Collin’s claim and
argues that in one-party states, unlike liberal democracies, there were no ‘free’
professionals, but employees of the state. The state was not only the employer,
but also shaped the general environment in which all occupations operated. He
argues that the knowledge-base of professionals, the source of their power in
liberal democracies, poses a danger to state control in socialist societies. He cites
the infamous doctors’ case in the Soviet Union which effectively ‘tamed’ doctors
and made them servants of the state. In liberal democracies such as Britain, the
professions became high-status precisely because they separated themselves from
the state by forming monopolies of service (Collins in Torstendahl and Burrage
1990). Whatever their origin, Cheetham and Chivers (2005, p. 35) argue that
professionals are the most influential group in society, although they are not an
homogenous group, but a varied collection of occupations in different sections of
the economy with different vested interests (Brint cited in Freidson 2001, p. 3).

The three principal professions examined in this work have been selected because
they represent different kinds of professional profiles. The most widely recognised
of all professionals are doctors. Nurses and teachers still struggle for professional
acknowledgement; however, their professional status is widely questioned amongst
the clients they serve and amongst scholars. The status of doctors remains largely
intact although there is growing public critique and scepticism.

3.1 1In Search of a Definition

That the professions and the individuals who work in them have played a significant
role in the English speaking world is evidenced by the fact that they have been
well worked over by English and American sociologists, according to Bennett and
Hokenstad (in Halmos 1973, p. 21). During the 100 years of sociological scrutiny,
each decade of the twentieth century and the first decade of the twenty-first century
has seen significant studies on the nature of professions. I cite only a few of
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these: Abraham Flexner (1910), Carr-Saunder and Wilson (1933), Parsons (1939),
Lieberman (1956), Greenwood (1957), Etzioni (1969), Halmos (1973), Dingwell
and Lewis (1983), Freidson (1983), Perkins (1989), Eraut (1994), Freidson (1994),
Hoyle and John (1995), Sachs (2003), Cheetham and Chivers (2005), Scuilli (2005)
and Dingwell (2008).

This prodigious sociological outpouring has, however, not produced a sat-
isfactory definition of what constitutes professional work and what, therefore,
distinguishes a profession from other occupations. Dingwell (2008, p. 12) says
that the logical outcome has been that ‘a profession is nothing more or less than
what some sociologists say it is’. Freidson (in Macdonald 1995, p. 7) in 1980 even
suggested that ‘profession’ was a lay or folk term and that assessing the professional
status of any one profession is what the folk do and it is not the real task of
sociologists. Freidson (in Dingwell and Lewis 1983, p. 22) also argued in his early
work that ‘profession’ is not a generic concept, but rather a changing historical
one. Twenty years later he commented (2001, p. 4) on the continued search for
definitional clarity insisting that ‘instead of building a sturdy tower of knowledge,
this activity has created a number of scattered huts...’ Nonetheless, Freidson
(2001, p. 180) at this time offered an ideal type model of a professional as having
a body of knowledge based on abstract concepts and theories and requiring the
exercise of considerable discretion, an occupationally controlled division of labour,
credentialing procedures, training programmes and an ethic which emphasises doing
good rather than economic gain.

Much of the literature on the professions from the early 1900s to the 1950s is
found in the social sciences and philosophy (Cruess, Johnston and Cruess 2002,
p. 11). However, one of the first systematic studies was undertaken not by a
sociologist, but by a researcher with the Carnegie Institute in the United States,
a former secondary teacher and school principal Abraham Flexner. His report in
1910 for the Carnegie Foundation for the Advancement of Teaching resulted in
the closure of 50% of the medical schools in the United States and Canada and
introduced improved admission qualifications and education for physicians through
the establishment of a specific model of professional training. Flexner based this
model on the Johns Hopkins’ scientific rather than practice-based approach and it is
the Flexner model which still dominates medical education today. This has also been
adopted by other professions; for example, Shulman (1998, pp. 522—523) argues that
this educational model harmonises with Dewey’s vision for teacher preparation in
which pre-service teachers are first immersed in theory and it is in practice that this
theory is verified.

In Britain, the first study of the professions was undertaken by Richard Tawney
(1921), an economic historian and member of the Fabian Society who placed the
professions at the forefront of the struggle against entrepreneurial values. Tawney
argued that the professions were a cure for the ‘acquisitive society’, saying that they
‘lifted men [sic] out of their baser selves’, enabling them unselfishly to serve others.
This and other comments by Tawney, according to Haskell (1984, p. 181), are ‘the
friendliest things’ said by a serious scholar about the professions (p. 186).
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From the 1930s to the 1970s scholars such as Talcott Parsons (1939),
Carr-Saunder and Wilson (1933) and Goode (1969) adopted a functionalist approach
which saw professionals emerging as experts and the development of the professions
as the product of a division of labour which helped maintain the social order. This
approach focused on identifying key professional attributes or traits that distin-
guished the professions from other occupations. Carr-Saunder and Wilson (1933)
regarded the professions as one of the most stable elements in society because
they ‘inherit, preserve and pass on tradition’ (cited in Macdonald 1995, p. 2) and,
along with other functionalist like Goode (1969), identified the chief professional
attributes as specialised intellectual study and training as the basis for providing
skilled services. Talcott Parsons emphasised the social value of the professions and
included such attributes as a ‘scientific approach’ and universalism. This attributive
approach, Scuilli (2007, p. 36) and Eraut (1994) argue, emphasised the knowledge-
base as the key defining attribute of professional practice. This approach suggests
that professions institutionalised universalistic rather than particularistic standards
of behaviour and at the same time contributed to the social order. This functionalist
approach Roth (1974, p. 7) regards as ‘misdirected zeal” in search of a definition.

Beginning in the 1960s, the literature shifted; physicians in particular were
accused of exploiting their monopoly position and failures in self-regulation and
protection of unethical practitioners were also identified. For the next 20 years,
Scuilli (2007, p. 36) says, a different approach to the study of the professions was
adopted with what he called the age of the revisionists whom, he argues, accord
more with George Bernard Shaw’s comment that the professions are ‘a conspiracy
against the laity’ (Hoyle and John 1995), than with the previous more ‘friendly’
approach of the functionalists. This was a period in which there was a widespread
backlash against the professions in which sociologists such as Larson (1977, 1990),
Johnson (1972), Collins (1979) and Abbott (1988), to name a few, highlighted the
elitist and monopolistic tendencies of the professions. Subsequently, the professions
became a ‘malevolent force’ making no contribution to the social order (Scuilli
2007, p. 916).

The sociological debate about what it means to be a professional was reinvigo-
rated by Scuilli (2005) when he argued for a constitutive definition of professions to
be used independently of context. He suggested that this definition must include:
first, high social esteem based on the provision of expert service provided by
professionals from a position of power, trust and discretion; second, the recognition
that professionals have two fiduciary responsibilities — to advance client well-being
and to take responsibility for the governance and regulation of activities of their
particular profession and third, engagement in lifelong learning to better serve client
needs; and finally, professionals should provide services within existing regimes of
truth (Scuilli 2005, p. 936).

Evetts (2006, p. 134), in response to Scuilli, considers definitional searches a
time-wasting diversion. Similarly, Atkinson (in Dingwell and Lewis 1983, p. 227)
considers ‘profession’ to have no specific denotation, arguing rather that it is a title
claimed by certain occupations under certain conditions at specific times. Downie
(1990, p. 148) warns against a definition of professions that becomes solidified
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around law and medicine, arguing that new knowledge areas are developed and so
there will always be new contenders for the status of professional. If the professions
are a transient phenomenon, one already passed its zenith as Stichweh (cited in
Pfadenhauer 2000, p. 566) suggests, why bother with a definition?

4 The Professional Essence

In this section, I use epistemology and ontology as lenses to analyse the essential, in-
terlocking ways that the literature identifies in becoming a professional. These ways
of becoming have been separated for the purposes of discussion, but also because
they represent, though controversially, the way in which becoming a professional
is still largely perceived and reflected in the still extant Flexner and Dewey model
of professional education. Epistemology and ontology, as well as being lenses for
exploration, are also contexts. Epistemology is the intellectual, knowledge-based
context of professional preparation; ontology is a way of professional being in this
world of knowledge as well as in the world of practice.

In exploring these ways of ‘becoming’, I consider the conventional notion of
epistemological and ontological professional becoming, along with the challenges
currently encountered by professionals. The result of these challenges is a new
kind of reflexive professional (Giddens 1991) who must constantly question and
restructure their professional self as a lifelong project, addressing the changing
nature of professional knowledge and the socio-economic conditions in which
professionals practise, and acknowledging the impact of the recent assault on their
professions (Freidson cited in Beck and Young 2005, p. 184).

4.1 Epistemological Dimensions

A traditional claim of the professions is that what distinguishes them from other
occupations is their cognitively superior knowledge-base defined not only by its
theoretical and esoteric nature (Bennett and Hokenstad in Halmos 1973, p. 24) but
also by being positioned within the scientific disciplines which further enhances
its aura of certainty (Hoyle and John 1995, p. 14). Knowledge thus constructed
must be sufficiently erudite to require long training rewarded by formal credentials
which confer professional status. It is through the production and reproduction of
this esoteric and scientific knowledge that professionals, according to Popkewitz
(1987, p. 6), exercise power.

It is this theoretical, abstract knowledge component that is controversial and
provides a challenge to the newer professionals such as nurses and teachers in
claiming professional status. That the cognitive nature of the knowledge-base is
significant in determining professional status is illustrated by Etzione’s (1969) claim
that teachers and nurses are ‘semi-professionals’ because their knowledge-base is
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intuitive, emotional and interpersonal, thin and underdeveloped. Below, I focus on
teachers’ knowledge which Hoyle and John (1995, p. 52) suggest is an example
of still fragmented and peripheral knowledge. The parlous state of teachers’
knowledge has been exacerbated by the fact that theoretical knowledge has largely
been excluded from teacher education programmes and replaced by school-based
or practical knowledge (Beck 2008, p. 136). Moreover, ‘standards frameworks’
which have also replaced theoretical knowledge exclude pre-service teachers from
‘elaborated forms of academic study’ which, Beck continues, would equip them
to become critically reflective about the way their professional training has been
structured.

However, there are scholars working in the area of teacher education who
mount a strong claim for the recognition of a substantial teachers’ knowledge-base.
Shulman (1987, p. 8) identifies a teachers’ knowledge-base which consists of con-
tent knowledge, general pedagogical knowledge, curriculum knowledge, pedagog-
ical content knowledge, knowledge of learners, knowledge of educational contexts
and knowledge of educational ends and purposes. The key to the knowledge-base
proposed by Shulman is pedagogical content knowledge which represents the core
of teaching because of its blend of content and pedagogy, that is, of theory and
practice. It is this knowledge that entitles teaching to be called ‘a learned profession’
and the teacher a member of a ‘scholarly community’ (Shulman 1987, p. 9). Other
scholars such as Hiebert et al. (2002, pp. 3-7) have also mounted a defence of
teachers as professionals; their argument is also grounded in the knowledge-base of
teachers which they suggest can be constructed from teachers’ craft knowledge, that
is, knowledge which is detailed, concrete and specific, integrated, public, storable
and shareable and with mechanisms for verification and improvement. At the heart
of the discussion of a professional knowledge-base is the acceptance of the division
of knowledge into theory and practice with the former being more highly valued
than the latter. Examples of the integration of theory and practice in pre-service
teacher education are examined elsewhere (Scanlon 2008a, b; 2009a, b).

The relationship between theory and practice, Shulman (1998, p. 517) suggests,
is the essential pedagogical challenge for professional education. Freidson (2001,
p. 95) illustrates this by pointing out that preparation for the professions involves
initial acquisition of theoretical knowledge in an educational institution where
frequently the pre-service professionals are insulated from the immediate practical
demands of everyday work. The argument for this approach, he says, is that for
professionals to be able to make the discretionary decisions required in practice,
they must first have an adequate theoretical grounding upon which to base these
decisions. However, in the context of this theoretical education, there are tensions;
for example, the research practices of professional faculties frequently focus on
esoteric procedures and techniques and this, according to Freidson (2001, pp. 99—
100), separates the faculty from practitioners. This encourages the creation of ideal
type standards of performance, which demean the improvisations required in the
‘confusion and impurity’ of practice. One of the teacher participants in Jensen’s
research (2007, pp. 495-96) described the fragile nature of theory and how it is
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essential that the teacher work intensively with everything connected with that
theory to make it fit with practice.

Discussions of professional knowledge highlight not only the distinction between
theory and practice but also a distinction that is often made between the art and
science of the profession — as pertinent in teacher education as it is in medicine. In
medicine, the science is seen (Patel et al. 1999, p. 75) to reside in the biomedical
sciences of anatomy, biochemistry, physiology and applied science such as pathol-
ogy, radiology and medical physics. The science is in clinical practice in which the
physician employs deductive reasoning to reach a diagnosis; the art is in patient
care which engages the physician’s intuition, experience and holistic perceptions.
Similarly, the science of teaching resides in discipline content knowledge and
foundational pedagogical principles; the art of teaching is in classroom practice and
engagement with students.

4.1.1 Challenges to the Knowledge-Base

The first challenge questions the very foundation of what it has traditionally meant
to be a professional, that is, the nature of abstract knowledge. Schon (cited in
Curry et al. 1993, p. 28), for example, argues that scientific knowledge grounded in
technical rationality is not sufficient to tackle the complexity, uncertainty, instability,
uniqueness and value conflict that characterise real practice. What is required is not
scientific certainty but professional practice, that is, wise action in complex, unique
and uncertain situations with conflicting values and ethical stances (Schon in Curry
etal. 1993, p. 17). The second and related challenge acknowledges that professional
knowledge is no longer defined by rationality but by relativity (Pfadenhauer 2006,
p. 571). This means that education, the ritual core of professional preparation, is
being challenged in terms of confidence and subjective legitimacy as the intellectual
content has become specialised, relativistic and reflexive. As Collins (in Burrage
and Torstendahl 1990, p. 41) poignantly comments, ‘The magicians, in the privacy
of their classroom, are becoming self-conscious of their own tricks’.

The third challenge focuses not only on the relativity but also on the ‘temporalisa-
tion” of what are recognised to be rapidly ageing stocks of professional knowledge
(Pfadenhauer 2006, p. 570). This strikes education at the ritual core of becoming
a professional because it is no longer sufficient for professionals to acquire the
necessary knowledge and training prior to practice. There is increasing pressure
for individual professionals to continually adapt their stocks of knowledge and
to introduce effective monitoring in respect of continuing professional learning —
to engage in ‘becoming’ as a lifelong learning project. Fournier (1999, p. 303),
using a Foucauldian analysis, argues that it is not regimes of truth that constitute
professions, but rather it is the construction of truth and legitimacy in the eyes of
others. For example, academic knowledge, according to Abbott (1988, pp. 53-54),
functions more symbolically than practically. Herein, he says, lies a difficulty and he
signals that the maintenance of professional jurisdiction lies in part in the power and
prestige of its academic, abstract knowledge which the public mistakenly believe
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implies effective professional work. It is of course not simply that the professional
must acquire new knowledge because, as Abbot (1988, p. 179) rightly points out,
change in knowledge incorporates both growth and replacement as new knowledge
replaces the old and the professional must not only learn the new but also must
unlearn the old. As I discussed previously, the old may be conceptualised as recipe
knowledge (Schutz 1964) and it is when this is challenged that the professional
may again feel a stranger within a profession in which earlier they were a confident
member, and it is this challenge which necessitates iterative becoming and lifelong
learning.

A fourth epistemological challenge is to the exclusivity of the professional’s
knowledge-base. This exclusivity is challenged on two fronts: the first results from
the massification of university education and the subsequent inflation of formal
educational degrees resulting in a falling rate of return on education (Pfadenhauer
2006, p. 570). Second, and closely related to the massification of education, is the
changing technologies which render the previously exclusive and scarce knowledge
of the professions available to a better educated and more critical client base. These
technologies not only enable physical access to professional knowledge but also
provide that knowledge in both professional and everyday discourse. In this way,
the lay person is more aware of the limitations, for example, of modern medicine
and is more willing to question professional advice (Kenny and Adamson 1992,
p- 3). The lay public is also better educated and while, as Wirt (1981) argues, more
education does not make everyone a critic, it does increase the chances that the myth
of professional omnipotence will be questioned.

Not only is professional knowledge no longer exclusive, but also it is no longer
scarce. This is particularly true of teachers’ knowledge. It is not only that almost
everyone in liberal democracies has been to school and the educational levels have
improved amongst the general population, but there is also a growing sector of the
population whose knowledge far exceeds that of teachers (Jones 1991, p. 155). This
is significant, for, as Perkins (1989, p. 378) argues, one of the defining features
of the professional concept was the scarcity of the supply of expertise. This was
not a natural but an artificial scarcity which required protection and seemingly that
protection is no longer effective.

4.2 Ontological Dimensions

The ontological dimension is about practice in situ, requiring ‘strong doses of
socialisation’ (Fournier 1999, p. 287), where the professionals, as traditionally
perceived, are expected to display altruism, trust, autonomy and knowledge of their
client base. This dimension requires professionals to develop a sense of who they
are in terms of professional practice, how they inhabit the professional world and on
what terms and how they interact with others in that world. Professionals must learn
to ‘become’ in the context of the twenty-first century, where the spaces in which
professionals develop their identity include not only ‘real world’ domains such as
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hospitals, clinics and classrooms, but also ‘authentic’ professional learning within
formal educational institutions (Scanlon 2009b). Within the context of practice,
challenges to professionals, according to Downie (1990, pp. 148-149), come from
those who argue that professions are elitist, class-biased and profiteering as well
as monopolistic and restrictive. The general public, Downie argues, remains mildly
sceptical of the mysteries behind the professional fagade.

4.2.1 Altruism

It can be argued that the professional service ideal arose because the traditional
professional services such as caring for the sick and teaching were public services
provided by the Churches. This altruistic attribute privileges the collective above
the individual both in the sense of serving society and in the sense of professional
cohesiveness. Early work by Tawney (1921) suggested that the professions were
a check to destructive individualism. However, the twenty-first century has seen
the resurgence of individualisation and this must be factored into any account of
professionals. Beginning in the 1970s, there was a backlash against the perceived
power, privileges and pretensions of professionals (Perkins 1989, p. 472). This,
according to Halmos (1973, p. 6), arose from the laity’s view that the service claims
of professionals were a myth which they used to cling to a monopoly of power
and privilege. In Australia at that time, Boreham et al. (1976) asserted that the
professions did not live up to the service ethic, claiming that professionals made
care decisions based not on altruism but on gender, race and class.

4.2.2 Trust

Another traditional attribute of the professions has been what Hughes (cited in
Halmos 1973, p. 26) called ‘institutionalised trust’, that is, a mandate from the
client public to the professionals. Pragmatically, it can be said that this trust,
particularly in the medical profession, resulted from the inability of the general
public, until recently, to evaluate the physician’s esoteric activities. This trust,
however, is no longer unconditional; the lay person can now evaluate these esoteric
activities through easier access to knowledge, as discussed above. There is also
greater public accountability resulting, for example, from the publication of hospital
mortality rates, school league tables and extensive media coverage of professional
malpractice.

Another challenge has been a withdrawal of the public’s mandate, a ‘rebellion of
the public’ (Gerhards cited in Pfadenhauer 2006, p. 568) or, as Haug and Sussman
(cited in Boreham et al. 1976, p. 27) claim, a ‘revolt of the clients’. The ‘sovereign
consumer’ (Svensson 2006, p. 581) now shops around for ‘second opinions’ or
embraces alternative therapies in medicine, and ‘parental choice’ has become a
significant element in education. There are a number of dimensions to this rebellion,
the first of which is epistemological and which, as Pfadenhauer (2006, p. 568)
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points out, undermines notions of the exclusivity of the professionals’ knowledge-
base, which I examined above. Second, the public rebellion has questioned the
existence of a previously viewed social consensus which surrendered to profession-
als problems that were collectively viewed as significant. A consequence of this is
that professional solutions are no longer accepted without question (Pfadenhauer
2006, p. 569).

What has developed is a distrust of expert systems (Giddens 1991), that is, a
general distrust of the exclusive competence of the professional and this is yet
another challenge to trust. The provision of expert services is now dependent
on the cooperation of the client, as Pfadenhauer (2006, p. 567) argues using an
example from Kurtz, who instances the teacher who provides a positive learning
environment, but is dependent on students’ cooperation as the learning must be done
by them.

4.2.3 Autonomy

The trust traditionally given to professsionals enabled them to practise large degrees
of professional autonomy, itself a critical attribute of traditional professions (Bennett
and Hokenstad in Halmos 1973, p. 24). If we take autonomy to mean self-
employment, then there are few professionals in the twenty-first century who can
own to this degree of autonomy experienced by earlier professionals in the English
context. This kind of self-employed autonomy is now an illusion (Murphy in
Torstendahl and Burrage 1990, p. 72). The current situation more closely mirrors
the earlier European model where professionals were more restricted by the state.
Even physicians who remain the most privileged in their ability to self-employ are
increasingly either working within bureaucratic structures as public professionals
or as private professionals within franchised ‘for profit medical centres’. Moreover,
Hoyle and Wallace (cited in Evans 2008, p. 21) argue that autonomy has given way
to accountability to outside agencies including government bodies.

Autonomy also extends to licensing arrangements and to self-regulation, for
example, where the traditional professions have fared better than teachers and nurses
in retaining control of the licence to practice (Evetts 2006, p. 136). The restructuring
of teachers’ work in Britain, it is argued, has been ‘an official state reworking and
redefinition of the concept of teacher professionalism’ (Troman 1996, p. 473). This
is also found elsewhere, for instance, in the creation of statutory authorities, such as
the NSW Institute of Teachers in Australia. This institute oversees undergraduate
requirements for admission to initial teacher education programmes, much of
the content of these university programmes, the discourse employed in textual
renderings of these, the accreditation of all teacher education programmes and
the licensing of graduate teachers through a complex, bureaucratic system of
registration. This has effectively not only limited the professional autonomy of
teachers in schools but also in my view has finally eroded the autonomy of
pre-service teacher educators in universities. This is what Fournier (1999) refers
to as ‘organisational professionalism’ in which standardisation, accountability,
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target-setting and performance review are adopted as mechanisms of control. The
result of this bureaucratic organisation of work has, as Freidson (cited in Evetts
2006, p. 136) predicated, resulted in the demotivation of practitioners and an
‘occupation identity crisis’ (Evetts 2006, p. 139). The result has been what might be
called the advent of differently constructed new professionals.

5 A New Kind of Professional?

The new professional has taken different forms, for example, a ‘new’ kind of
teacher professional has emerged, though, like the ‘old’ professional, there is little
definitional agreement. Hatcher (cited in Troman 1996, p. 474) identifies a new
kind of technicist professional whose interests and values articulate with those of
the central government. This sounds frighteningly like the professional in the one-
party states examined by Collins (in Torstendahl and Burrage 1990, p. 15). However,
Riseborough (cited in Troman 1996, p. 485) found that teachers were still able to
create a ‘rich unofficial underlife to official policy intention’.

Another kind of new professional has been described as ‘unsettled’ — the post-
modern professional (Pfadenhauer 2006, p. 573) who has doubts about professional
claims to superiority having in the course of individualisation and pluralisation
lost ‘faith’ in the completeness and exclusiveness of, and lack of alternatives to,
the pool of solutions managed by the profession and available to the professional.
Postmodern professionals distance themselves from traditional professionals with
their claims to cognitive and normative superiority as propagated by professional
associations and their functionaries (p. 576). These practitioners develop individual
strategies for overcoming crises and prefer to sort out unsettledness for themselves.
This new professional, because of the doubts they experience, may seek support
from counter-experts because they themselves no longer exclude other problem
perceptions or problem-solving strategies.

The appearance of the so-called postmodern professional is consistent with
Ibarra’s (1999, p. 765) position that when individuals find themselves in new
situations, these situations demand that the individuals produce ‘new repertoires of
possibilities’. These new situations may arise, for example, in practice when prac-
titioners are confronted with competing knowledges and where recipe knowledge
proves inadequate in the new situation. It can be argued from this that the twenty-
first century knowledge society is a new situation in which professionals more than
ever before must produce new repertoires as they engage in learning. The central
feature of the self in modern society is its reflexivity, a constant questioning and
reconstruction of the self in a lifetime project. We are constantly reconstructing and
revising our personal stories and so reconstructing ourselves (Craib 1998, p. 3). It is
this which links becoming a professional to lifelong learning.
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6 Lifelong Learning

I have argued that the concept of ‘becoming’ is contiguous with that of lifelong
learning because the iterative cycle of ‘becoming other’ examined in this chapter
encompasses the notion of learning throughout one’s professional life. It might
therefore seem redundant to have a separate, albeit short, section on lifelong
learning. However, I wish to make other observations related to lifelong learning
and the professionals.

In the current neo-liberal discourse, lifelong learning has been harnessed to
the economic needs of the state (Scanlon 2006), and projects a deficit model of
learning — ‘a kind of life sentence of schooling endless schooling’ (Ohlinger cited by
Boshier in Holford et al. 1998). This is a vocationalised version of lifelong learning
and is in contrast to the integrated continuous learning involved in becoming
a professional. The iterative cycle of identity formation formulated here is not
about being bound to a ‘Catherine wheel” of continuous course attendance and
certification; it is about professionals continually constructing and reconstructing
their identities as they engage with and critique new knowledges, skills and
practices; it is about new ways of relating to more informed, questioning and often
demanding clients; it is about dealing with emerging government bureaucracies
bent on increased surveillance and it is about a continuous ‘becoming other’ in
ever-changing contexts. Jarvis (2007) takes a similar position and argues that the
individual is always becoming through continuous learning experiences which are
incorporated into their individual biography. In this way, identities are always
shaped by the external world in which we live (Jarvis 2007, pp. 153—-154). If we
do not continue to learn, we are destined to live in ignorance (Jarvis 2007, p. 39) or
in Schutzian (1964) terms to remain ‘a stranger’ in changing contexts.

The Dewey Flexner model of professional preparation is in question because, as
Jarvis (2007, p. 172) argues, knowledge, particularly in some professional areas,
changes with such rapidity that the research is out of date when published and
the situations reported in the research have also changed. Following this line of
argument it is logical that any theory taught before practice will be outdated in
practice. This then leads to the privileging of what Gibbons et al. (1994) have called
‘Mode 2 knowledge’ — knowledge generated in and for the workplace. It is not only
that some forms of knowledge have a limited use-by date but also that there is a
strong sense of ‘antiscientism’ in which science, now only one of many ‘language
games’, is no longer unique (Leicester 2000, p. 75).

Learning becomes the condition of flexibility and flexibility is seen as the
condition of learning (Edwards and Usher 2001, p. 279). In a risk society, one cannot
stop learning, not only in relation to work but also to life in general. I commented
elsewhere (Scanlon 2006) that scholars and government departments have linked
lifelong learning to both individual and national economic survival. However,
Sheehan (2001, p. 4) notes that the OECD recognises that lifelong learning is
not only about employability, it is also about social inclusiveness, democratic
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engagement and personal fulfilment. It is this view of lifelong learning which infuses
professional becoming — being prepared to learn and do differently.

This view of lifelong learning signals the end of notions of ‘mastery’ in all
spheres of human activity. This resonates with my argument advanced earlier in
this chapter for the end to notions of the ‘expert’. We only ever become lifelong
apprentices, Rikowski (1999, p. 69) contends. Mastery is a momentary illusion
because what we are attempting continually changes. There are therefore no experts,
only some are more expert than others ... for now.
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Chapter 2
Becoming As an Appropriate Metaphor
for Understanding Professional Learning

Paul Hager and Phil Hodkinson

1 Introduction

Accepting that human understanding of learning inevitably employs metaphor, this
chapter argues that the idea of professional learning is most fruitfully illuminated
by employing the metaphor of ‘becoming’. The argument has two strands. Firstly,
we show that ‘becoming’ enjoys significant advantages over common alternative
metaphors, such as acquisition and transfer, participation and construction, which
are still favoured by various policy makers and industry bodies. Secondly, we
outline and discuss several examples of professional learning, derived from various
research projects, to illustrate the value of the ‘becoming’ metaphor for analysing
and enhancing professional learning. The ‘becoming’ metaphor also serves to make
it clear that professional learning is a part of lifelong learning.

2 Learning and Metaphors

It is a somewhat surprising and little-noticed fact about learning that humans are
unable to think about it without resorting to metaphors. Perhaps because learning,
or the lack of it, is such a ubiquitous feature of human experience, and the
language widely used to describe it seems eminently in line with common sense
intuitions. Hence, it is mostly taken for granted that everyday thought and talk about
learning, featuring concepts such as ‘acquiring learning’ or ‘transferring learning’,
are closely descriptive of concrete reality. This seeming tangibility of these common
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learning metaphors is reinforced, perhaps, by their wide deployment within peoples’
experience of compulsory schooling. It is precisely because common sense is
typically unexamined, that it comes as a surprise to many to realise that ‘acquisition’
and ‘transfer’, when employed in relation to learning, are metaphors. Their being
metaphors means that it is, at most, in some respects only that learning is analogous
to things being acquired and transferred. However, as Scheffler long ago warned
educators, every metaphor has limitations, ‘points at which the analogies it indicates
break down’ (1960, p. 48). He argued for the need to explore the limitations of
dominant metaphors, thereby ‘opening up fresh possibilities of thought and action’
(Scheffler 1960, p. 49). In recent decades, theories of learning have illustrated
Scheffler’s point by proposing and investigating the worth of a series of alternative
metaphors for conceptualising learning, including participation, construction and
becoming. This chapter will discuss each of these metaphors, including a detailed
consideration of the ‘becoming’ metaphor.

Exactly why the use of metaphors is inescapable in thought and talk about
learning is itself a complex matter, one that is well beyond the scope of the present
chapter. (For some suggestive ideas on this matter, see Murdoch 1997; Lakoff
and Johnson 1980, 1999; Hager 2004). However, the limitations that attach to
metaphors, especially the respects in which the two things being compared are not
alike, is an important theme in what follows.

3 Critique of Existing Professional Development Theorising
and Its Metaphors

At first sight, ‘professional development’ is a sound term for expressing the concept
of the ongoing education of professionals through the various stages of their
careers. According to dictionary definitions, the term ‘development’ primarily has
biological connotations: growth, evolution, gradual unfolding and fuller working
out, for example. Thus, the development metaphor, as employed in ‘professional
development’, actually implies that professionals are in a process of ‘becoming’. In
keeping with its biological connotations, the development metaphor suggests that
development arises both from within and from without. That is, professionals con-
tinuously develop their own capacities, but always in response in part to goings on
in their own particular environment. When professional development is understood
in this biological sense, the connections between professional development and the
concept of lifelong learning become readily apparent.

However, we think that as it has gained widespread currency, the term ‘pro-
fessional development’ has largely lost these biological connotations. This is so
because professional development has become increasingly associated with the
linked ‘acquisition’ and ‘transfer’ metaphors that constitute the common sense
understanding of learning. The main effects of linking the ‘acquisition’ and
‘transfer’ metaphors with professional development, thereby erasing the original
biological connotations, can be summarised as follows:
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1. Acquisition and transfer suggest pre-specification and standardisation. Profes-
sional development becomes delivery of content decided by outside ‘experts’.
Rather than connoting an organic unfolding process, development comes to stand
for professionals being stocked with pre-packaged material supplied by outside
developers. This does not sit well with notions of professional autonomy and
agency.

2. The nature of professional practice is greatly over-simplified. Practice is thought
of as application (transfer) of (acquired) theory. This leads to a valuing of theories
and understandings that were gained from formal professional preparation
courses, and a devaluing of theories and understandings derived informally from
experiences as a professional practitioner. As this problematic formal/informal
dichotomy takes hold, the more tacit and less readily articulated aspects of
professional practice become overlooked. Whilst this might sit well with current
performativity agendas, it means that only some kinds of knowledge and ways of
knowing and learning are recognised.

3. Professional development is focused exclusively on individuals and individual
learning. As will be shown later, both individual learning and social learning are
key components when learning is viewed as ‘becoming’.

4. Professional development routinely is divorced from actual practice. The com-
monest model is to deliver it in formal settings away from the professional
workplace. The new learning once transmitted and acquired is supposed to be
taken back to the workplace and applied (transferred). In this way, professional
development is supposed to change and update practice. On this model, learning
is no longer an interaction of learner (professional) and professional work
environment as the biological roots of ‘development’ imply.

In summary, the once helpful development metaphor has been twisted out of all
connections with its original biological connotations. Taken together, the above four
trends set up an unhelpful, but inevitable, gap between the rhetoric of professional
development, continuing professional education, and the enriching experience
of learning from practice over time, usually with others. This gap encourages
the perception amongst some, seemingly capable, professionals that continuing
professional education and the like is an unnecessary chore that gets in the way
of ‘real’ professional learning. Clearly, this is an unhealthy educational situation for
any profession to be in. Yet despite their widespread deployment and unreflective
acceptance, the ‘acquisition’ and ‘transfer’ metaphors, being metaphors, have
distinct limitations as Scheffler reminded us earlier.

4 Limitations of the ‘Acquisition’ and ‘Transfer’ Metaphors

In unreflective thought and talk about learning, it is assumed that the term
‘acquisition’ is used in its normal everyday sense. Closer inspection shows this to be
not so. The common-sense view, mirrored in many theoretical views of learning that
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adopt the acquisition metaphor, is that when someone acquires (possesses) learning,
both that acquisition process and what they have learnt are inside of them (in their
mind/brain for propositional learning; in their body for skill learning). But this is
not normally the case for instances of acquisition and possession. People acquire
and possess items such as cars, blocks of land or works of art. But none of these
possessions is thereby located inside of their owners. Why should the matter be
any different for acquisition and possession of knowledge or skills? Recent work
in neuroscience (see Bennett and Hacker 2003) challenges the ‘common sense’
understanding of learning as a ‘thing’ located in the head, as it is suggested by
the acquisition, possession and transfer metaphors.

There are also problems with the transfer metaphor itself. Closer inspection
turns up puzzling oddities. In normal usage, to transfer something or someone is
to convey, remove or hand them over to a new place or position. To be transferred is
literally to leave place or position A and go to place or position B. So, say, property
is transferred (conveyed) from a previous owner to a new owner. A footballer is
transferred from one football club to another. But this is definitely not the sense
in which we ‘transfer’ knowledge and skills when we teach them. Professional
developers do not literally transfer their knowledge and skills to professionals.
Rather, if the professional development session is successful, a new instance of the
knowledge or skill is created, seemingly in the professional’s head or body. But the
professional developer still retains the skill that has been supposedly ‘transferred’
to the professionals. This is definitely not transfer in the usual sense. The metaphor
misleads us.

An apparently simpler case is that of a professional transferring knowledge and
skills from place to place. The professional learns, say, ‘X’ in location ‘y’. Then,
they move to location ‘z’ and use it (transfer it). But, once again, this is an odd
usage of ‘transfer’. Surely when professionals use the learnt skill, it is more accurate
to say that they applied it to the new situation. If they literally transferred it, they
would leave it behind when they left the new situation. It is more accurate to say
that professionals having skills transfer from place to place, rather than the skills
themselves transferring. Once again, the metaphor can easily mislead us.

5 Other Influential Metaphors

In the last several decades, diverse writers about learning have sought to take
account of its social and situated character. This theorising has specifically aimed
to also encompass learning that occurs outside of formal education settings. The
diversity of both this theorising and the cases of learning that it encompasses suggest
that seeking a single general account of learning may be unrealistic. That is, there
may be many inherently different types of learning. This work has led some to view
learning as a conceptual and linguistic construction, one that is widely used in many
societies and cultures, but with very different meanings, which are at least partly
contradictory and contested. On this view, there is no external, reified entity that is
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‘learning’. Rather, people construct and label certain processes/activities/products as
‘learning’ (Saljo 2003). In these theories, the ideas that ‘learning is a reified thing’
and ‘individuals are the main or only locations of learning’ are both rejected. These
newer learning theories include situated learning, socio-cultural activity theory,
cognitive apprenticeship and more. Here, we will not attempt a separate account
of each category of theory, as that is a lengthy and complex task (see Hager and
Hodkinson 2009). Also, see Hager (2011) for a critical overview of these theories
as they relate to understanding learning at work). Instead, we will consider the
various alternative metaphors that are employed by these newer theories and how
our understanding of professional learning is creatively changed by these alternative
metaphors. The metaphors that are invoked by these newer learning theories tend to
be employed across theories rather than one particular metaphor being distinctly
associated with just one theory. The main metaphors, which will be discussed
here are: participation, construction and becoming. In each case, these alternative
metaphors for understanding learning fit more congenially with the lifelong learning
concept than did the acquisition and transfer metaphors.

5.1 Learning As Participation Metaphor

The metaphor of learning through participation in human practices gained wide
attention through the seminal work of Lave and Wenger (1991). Their key idea
that learning arises from learners participating in communities of practice is also
referred to as situated learning. For them, viewing learning as situated within a
community of participation means that it is highly contextual. They thereby reject
the ‘common sense’ view that learning is a thing that can be acquired and transferred
independently of its surroundings. Situatedness and participation also draw attention
to the process aspects of learning. In this approach, learning becomes a process
that is inseparable from the socio-cultural setting in which it occurs. This contrasts
sharply with the common-sense idea that learning is a product to be acquired and
transferred. In later works, the participation metaphor has been widely employed
even by thinkers whose work otherwise has little in common with that of Lave and
Wenger. Thus, participation has become an important metaphor in diverse writings
about learning.

The participation metaphor and its related ideas suggest a very different un-
derstanding of learning from that captured via the metaphors of the ‘common
sense’ account. The ‘what’ of learning becomes a complex social construction,
one that subsumes the individual learner. Rather than learning being a thing or
substance (the ‘common sense’ view), here it is a complex entity that extends
well beyond the individual learner. It is a set of more or less complex practices,
a social construction undergoing continuous change. On this account, learning
results from active participation in social practices. The learner can be thought
of as gradually being subsumed into an evolving set of practices that comprise a
complex social construction. Thus, learning is located in social situations, not in the
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individual learner. Furthermore, in contrast to the ‘common sense’ view, learning is
no longer viewed as independent of and simply contained within the learner and the
surrounding context. In the long run, the evolving set of practices will itself have
a history, one that is independent of the participation of any given learner. As well
as not locating learning within individual practitioners, participation theories also
raise the possibility, indeed the likelihood, of communal learning, that is, learning
by teams and organisations that is not simply reducible to individual learning (see,
e.g. Hager 2011).

As already discussed, the common-sense understanding of learning includes
notions of movement that underpin the transfer metaphor. Participation theories
also invoke movement. The difference is that whereas the ‘common sense’ view
posited movement of the ‘thing’ that was learnt, the participation metaphor replaces
this with movement by the learner. Learning for newcomers to a profession is
thought of as movement of the novice professional from insignificance to greater
prominence within the practice of the profession as they increasingly engage in it.
The practice is viewed as a ‘thing’ that is ‘there’ well before novices begin to engage
in it. New practitioners move within the practice from being novices to, mostly,
proficient performers; from legitimate peripheral participation to full participation.
Whilst early participation theories focused on the learning of newcomers, later
work, for example, Wenger (1998), came to view legitimate peripheral participation
as a special case. This shift of focus came about as it was realised that all
professionals, even very experienced ones, need to continue to learn from their
ongoing participation in evolving practices.

This focus on the need for continuous learning is reinforced by the central
emphasis of participation theorists on learning being inherently contextual. If
what is learnt includes significant contextual features, then it follows that the
professionals as learners are highly likely to learn something of value from each
novel case or situation that they encounter. Of course, they will also draw on
previous learning, but given that there are some novel features in the present
situation, there will likely be a need to modify and adapt earlier learning to deal
effectively with the new context. If professional learning does indeed proceed
in this way, then the acquisition and transfer metaphors are seen to be too
simplistic. According to the participation metaphor, professional learning (and the
professional) continues to change as contexts change (Hager and Hodkinson 2009,
pp- 9—11). This is why the participation metaphor brings to the fore the ongoing
learning of experienced practitioners rather than just concentrating on the initiation
of novices into professional practice, as in the early work of Lave and Wenger.
Overall, if this continuous learning account is applicable to all kinds of human
practices, it means that learning is a much more complex phenomenon than the
common-sense ‘acquire it and transfer it’ model would have us believe.

This notion of professional learning being an integral component of ongoing
successful participation in the practice of the profession has the potential for refur-
bishing current ideas of professional development and for continuing professional
education. It also sits well with the concept of lifelong learning. The notion that
professional learning is inherently contextual contrasts sharply with the ‘common
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sense’ view that learning transcends context. However, such is the sway of the ubiq-
uitous acquisition and transfer metaphors that continuing professional education is
too often viewed as acquisition of pre-specified products in locations remote from
actual professional settings, followed later by transfer when professionals return to
their worksites. Theories that view learning in terms of participation practices would
suggest that continuing professional education needs to focus closely on the learning
opportunities arising in actual professional practice. Current continuing professional
education arrangements also show the abiding influence of the ‘common sense’
view of learning in that the focus is almost exclusively on learning by individual
practitioners. However, learning theories centred on the participation metaphor
suggest that both learning by individuals and learning by teams or groups are
important. In many professional occupations, there is a growing stress on working
in teams, often of a multidisciplinary kind. So learning theories featuring the
participation metaphor imply that continuing professional education needs to be
centred more on professional learning as a complex, ongoing process that springs
from real community of practice problems.

By emphasising the role of contextuality, the participation metaphor challenges
any tendency to assume that there is uniformity in the continuing professional
education needs of members of a profession. The implication is that the learning
needed for the practice of a designated profession should not be conceived of
as a standard list of items to be acquired by all would-be practitioners. Rather,
professional practice is better thought of as participation in a continually evolving
social process, one featuring constant appearance of novel situations, new kinds of
equipment, local traditions or preferences. This suggests that the learning needed
for successful practice is continuous and is not fully specifiable in advance.
A practitioner being proficient in a given area of practice does not necessarily
translate into proficiency in neighbouring areas of practice. In circumstances where
professional learning (participation) is a continually evolving process, transfer and
acquisition quickly lose any appeal as general explanatory concepts. However,
the participation metaphor does not seem to have made much impact so far on
continuing professional education arrangements. Whilst it is common parlance
for professionals to refer to ‘participation’ in continuing professional education
activities, this too often means mere attendance at lectures, workshops, conferences
and the like that attract specific continuing professional education points towards the
mandated total. This is participation in a system unconsciously founded on crude
notions of acquisition and transfer. Whatever its limitations are, the participation
metaphor at least suggests something richer than this.

5.2 Limitations of the Participation Metaphor

However, whilst the participation metaphor does offer fruitful ideas for enriching
continuing professional education, it does not in itself provide satisfactory answers
to all questions about learning. Various limitations have been noted. One is that it
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embeds learning so completely within the particular social context that it is silent
on exactly how individual professionals are reshaped (another metaphor) by their
learning. It is a feature of participation theories that they say nothing about the
professionals’ individual learning as their personal identities change from that of
novices to full participants in the practice of the profession (see, e.g. Guile and
Young 1999; Elkjaer 2003). According to participation theories, the individual
professional is simply integrated into a social participatory process. What is missing
is any sense of the individual life history, dispositions and agency of the learner. An
account of learning that fails to address these is surely incomplete (Billett 2001;
Hodkinson and Hodkinson 2004b).

A further deficiency is that most of the theorising and research studies that
use the participation metaphor centre upon a single learning context such as a
particular workplace. As the focus has shifted more onto the learning of experienced
practitioners, this has meant that there is a tendency to ignore what had happened
in previous work locations or what might happen in future ones. It is a feature of
theories centred on the participation metaphor that they say very little concerning
the effects of previous learning on present learning or of past and/or present learning
on future learning.

We conclude that all human learning entails participation in a social context even
if that context is a desert island or preparing for a quiz show. However, we do
not think that the participation metaphor alone can adequately explain all learning,
particularly when we note that there are many different kinds of learning for many
different purposes. (Somewhat controversially, Sfard (1998) does think that, taken
together, the acquisition and participation metaphors can provide a full explanation
of learning).

5.3 Learning As Construction Metaphor

This construction metaphor (and associated metaphors such as reconstruction
and transformation) views learning as the remaking of either professionals or of
professionals together with their environment. Thus, issues of identity and identity
change are important for this approach (see, e.g. Hager and Hodkinson 2009). There
are at least two main kinds of theories associated with the construction metaphor.
The first is the group of theories that are often called simply constructivism. This
group of theories is focussed on transformation or construction going on within the
individual learner. It has been very influential within fields closely associated with
propositional knowledge, particularly mathematics and science education. The key
idea is that learning involves the transformation and reconstruction of what is al-
ready known by the learner. An important subsidiary metaphor is ‘scaffolding’ — the
suggestion is that new learning is built onto existing understanding along the lines of
bricks being added to an existing wall. Learners are transformed into professionals,
in much the same way that a wall is transformed into a building. The metaphor
presents learning as continually changing as the learners construct/reconstruct their
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own evolving understanding of it. Here, it may look to be similar to the learning
through participation metaphor. But the vital difference is that constructivism sees
the context of learning as an external container, of marginal significance, whereas
the context is active and is of central importance for participation theories. For con-
structivism, the individual changes while the context remains the same. However,
there are more or less radical versions of constructivism. Extreme radical versions
view the ‘what’ of learning as differing across individuals, because each learner
constructs his/her own unique understanding. Less radical versions accept that much
important knowledge, such as the content of science, remains relatively unchanged
(Phillips 1995). These less radical versions of constructivism are preoccupied with
how individual students can be assisted to construct the same, that is, the correct,
understanding.

Widely influential in the preparation of professionals has been Schon’s work
(1983, 1987) on the ‘reflective practitioner’. Although Schon’s work is not usually
labelled as ‘constructivist’, this is a convenient place to consider it briefly since
Schon’s reflective practitioners do, in effect, continually construct and reconstruct
themselves. Schon’s starting point was a rejection of technical rationality (i.e. the
view that professional practice consists essentially of practitioners using standard
disciplinary knowledge to analyse and solve the problems that arise in their work).
Since technical rationality clearly assumes ‘acquisition’ and ‘transfer’, Schon
could be seen also to be rejecting these metaphors. Schon (1983) advanced an
alternative epistemology of professional practice, centred on the notion of ‘reflective
practice’. A ‘reflective practitioner’ exhibits ‘knowing-in-action’ and ‘reflecting-
in-action’. For Schon, knowing-in-action is underpinned by ‘reflecting-in-action’
or ‘reflecting-in-practice’. These are accompanied by spontaneous episodes of
practitioners ‘noticing’, ‘seeing or ‘feeling’ features of their actions and consciously
or unconsciously changing their practice for the better. So for Schon, reflective
practitioners continually construct and reconstruct themselves in the course of
practice. Despite its wide influence, the limitations of Schon’s work have become
apparent in the light of later developments (see Hager 2011). These include:

1. It focuses sharply on individual practitioners.

2. It focuses almost exclusively on the rational, cognitive aspects of practice.

3. It tends to present practice as thinking or reflection followed by application of
the thinking or reflection. In this respect, it retains vestiges of this ‘acquisition’
and ‘transfer’ metaphors.

4. Points 1-3 taken together mean that learning from, and during, practice is as-
sumed to be akin to formal learning, thereby favouring the acquisition metaphor.

5. It fails to acknowledge sufficiently the crucial roles that social, organisational
and cultural factors play in learning from, and during, practice.

A second main group of theories that employ the learning as construction/re-
construction (or transformation) metaphors are more holistic. They take as their unit
of analysis the learner(s) together with their environment. Thus, they view learning
as a complex relational web that transcends the individual learner. Moreover, this
complex relational web is an evolving process. This process includes, of course,



42 P. Hager and P. Hodkinson

the learner evolving. As well, learning, as this complex, evolving, relational web,
can involve emergence of novelty as new understandings and/or new contexts are
formed. An example of such theories is Engestrom’s (2001) version of socio-
cultural activity theory. The focus here is on the activity system as a whole — learning
is located in the system and it is the system that changes, usually as a result of either
internal or external contradictions or pressures. The context in which individual
learners work and learn is regarded as changing, and they, in turn, change with
it. However, the emphasis is mainly on the impact that a changing context has on
individual learners, rather than the other way around.

A key idea for this second main group of theories that employ the learning
as construction metaphor is the notion of collective learning. Because they pay
attention to holistic learning systems, the possibility inevitably arises that ‘collective
entities can learn’ (Salomon and Perkins 1998, p. 10). Salomon and Perkins view
this sort of learning as being overlooked in the past because it is not prominent in
formal education settings. Their own position is that not only does ‘a great deal of
individual learning and education’ occur outside of formal education arrangements,
but that a lot of it is group learning. Like the participation metaphor, the construction
metaphor, especially in its more holistic forms, has obvious links with the lifelong
learning concept.

As with the other metaphors already discussed, construction and associated
metaphors also have limitations. A major one is that not much of the literature
advocating this approach to understanding learning addresses both individual
change and the changing context. However, rather than discussing the construction
metaphor and its possible limitations further, in the following section, we pursue
two lines of investigation, which are linked. Firstly, we show how it is possible to
integrate some features relating to the participation metaphor with aspects of both
versions of the construction metaphor. In achieving this, we argue that the problem
of splitting the individual professional from the surrounding context is overcome.
Secondly, we suggest that ‘becoming’ as a metaphor provides a very productive
way of viewing this integration of aspects of the earlier metaphors. As well, we
argue that the ‘becoming’ metaphor is especially suited to theorising professional
development.

6 Learning As ‘Becoming’ Metaphor

As the main metaphors of professional learning are inadequate, it is necessary to
find an alternative that moves beyond them. That metaphor must retain and blend
the following understandings about professional learning:

1. Learning, including professional learning, entails participation in something,
whether that something be a classroom, a workplace, a leisure activity or family
life. Hodkinson et al. (2008) argue that this ‘something’ can be understood as the
cultural practices that influence learning. They term these practices the ‘learning



2 Becoming As an Appropriate Metaphor for Understanding Professional Learning 43

culture’ of any situation. They argue that learning cultures can be found in all
situations. Thus, when someone learns in a workplace, they do so by participating
in the learning culture of that workplace. Learning cultures are not like boxes,
which contain learning. Rather, they operate like a field of forces, many of which
originate outside the specific physical context in which a person learns.

2. Similarly, engaging in learning entails personal development. People progres-
sively construct and reconstruct their understanding, knowledge, skills and
practices. This can entail shifts in deep-seated dispositions (what Bourdieu
terms ‘habitus’) and/or in identity. It can also entail consolidation of existing
dispositions, identity and practices. This means that for any learner, the content
of learning may change through that process. That is, learning is about the
construction and reconstruction of content as well as of learners. Moving from
one location to another then becomes part of what might be thought of as a
learning journey.

3. The learning cultures of the contexts in which learning takes place change and
are constructed and reconstructed through the practices and interrelationships
between participants as part of the wider field of force. However, it is rarely
possible to separate out simple causal relationships. Rather, as Lave and Wenger
(1991) argue, learning is relational, in the sense that many complex factors,
influences and processes are inter-related. If one is changed, others may also
alter. Specifically, individual workers/learners influence the learning cultures
they participate in, and vice versa.

When these three principles are combined, a new take on learning emerges. This
has various features associated with the theories employing construction metaphors,
but also has aspects of the learning through participation metaphor. The metaphor
of learning as ‘becoming’ seems to capture the main outlines of this combined
perspective. At the level of the individual learner, ‘becoming’ combines construction
with a sense of belonging — participating as the social membership of a group
or setting (Lave and Wenger 1991). ‘Becoming’ is a socially embodied process
(Hodkinson 2004). That is, it is the whole social person who becomes. It makes
little sense to write or talk of ‘becoming’ involving mind only.

Learning cultures also become something different over time. As with individ-
uals, this process of becoming may be imperceptible and slow, or dramatic and
rapid. As with individuals, change may happen alongside consolidation of existing
practices. From both the individual and learning culture perspectives, learning is as
likely to be a reaction to change, as the cause of it.

The nature of any learning culture, just like the nature of any individual learner’s
habitus, will enable some learning, whilst constraining or preventing other learning.
Put differently, the interactions between the individual and a learning culture will
determine horizons for learning (Hodkinson et al. 2008). Because it is the interaction
between the individual and the learning culture that matters, two professionals in
almost identical situations may have quite different horizons for learning. Similarly,
if the same professional moves between situations with different learning cultures,
the horizons for learning will change. Finally, both the individual and learning
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culture may also change and changes in one will influence the other so that horizons
for learning are often in a state of flux. However, there will also be significant aspects
of both the individual and the learning culture that are stable and resistant to change.

At the centre of the metaphor of learning as ‘becoming’, as we understand it, lie
three central insights about professional learning:

1. Professional learning takes place in the interactions between the individual and
the learning cultures found in the situations where they live and learn.

2. Professional learning entails combinations of change and consolidation. These
combinations vary over time, from place to place, and from person to person.

3. Because learning is relational and is influenced by so many interacting forces and
factors, the specifics of particular situations and individuals are fundamentally
important in determining that learning.

7 The Benefits of Using ‘Becoming’ As a Metaphor
for Professional Learning

We have advanced the argument that professional learning can be usefully under-
stood as ‘becoming’ for three related reasons. Firstly, as we have already shown,
there are serious weaknesses with other commonly used metaphors for learning.
Secondly, the use of the becoming metaphor can help us deal with some problematic
dichotomies in current ways of thinking about professional learning. Thirdly, we
think that the becoming metaphor provides useful insights that can help guide
the provision of and support for professional learning in practice. We deal briefly
with the practical uses of the metaphor at the end of this chapter. Before that, we
next show how the learning as ‘becoming’ metaphor helps overcome problematic
dichotomies through reference to concrete examples of professional learning, drawn
predominantly from our own empirical research.

Hodkinson et al. (2008) have already argued that the metaphor of learning as
becoming can overcome unhelpful dichotomies of mind and body, individual and
social, and between structure and agency. Here, we are more directly concerned
with three more:

1. The need to understand professional learning from both the perspective of the
learning situation and that of the individual professional learner.

2. The need to understand both the ongoing, routinised learning of established
professionals and the learning associated with professional transitions as and
when a newcomer enters the profession.

3. The need to blend both formal and informal learning in our understanding of
professional learning.'

'Whilst the business of defining formal and informal learning is a complex one (see Hager and
Halliday 2006, pp. 27-40), for present purposes the following will suffice. ‘Formal learning
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We start by considering learning as an ongoing part of everyday practice, for
established professionals.

8 Routinised Professional Learning

Many professional organisations, professional employers and governments are
concerned about the need for professionals, such as doctors or lawyers, to continue
learning. Professional practices will change considerably during the career of a
professional. Consequently, the argument goes, they need to keep up to date, in order
to do the job. There is increasing pressure for proof of such continuing learning to
legitimate membership of many professional bodies so that such learning becomes
a requirement of a continuing licence to practice. A central problem is that this
work to recognise and sometimes enhance ongoing professional learning is often
implicitly based upon the acquisition metaphor, whereby practitioners provide proof
of having attended mainly formal learning events. The assumption is that such
certified attendance will have led to further knowledge being acquired.

This acquisition view of professional learning flies in the face of considerable
research evidence showing that learning at work is mainly informal and is ever
present. So how can the metaphor of learning as ‘becoming’ help us better
understand such routine professional learning in ways that might better inform
moves to enhance and support it? To examine this issue, we draw upon a study
of secondary school teachers’ learning, conducted in the UK by Hodkinson and
Hodkinson (2003, 2004a, b; 2005).

This study was planned from a participatory view of learning. The fieldwork
focussed on four subject departments (art, music, history and information tech-
nology) selected from two different schools. Right from the start, the researchers
were concerned to take into account learning by individual teachers as well as
more obviously social learning by groups of teachers. Both kinds of learning are
important for a rich, situated participatory perspective. To this end, the four sample
departments were all small enough for the researchers to interview and observe all
the teachers in them, several times over a 2-year period. A further advantage of this
sampling method was that teachers at all stages in their careers were included in the
sample as were teachers of differing career status — from newcomers at the bottom
of the career ladder, to heads of departments.

This research showed that for all the sample teachers, learning was an ongoing
and inherent part of their practice. Occasionally, this learning was aided by the
provision of formal learning events or courses, but most of it was what most people

typically applies to a situation that includes these three items: a specified curriculum, taught
by a designated teacher, with the extent of the learning attained by individual learners being
assessed and certified. .. ... All other situations in which people learn are for us informal learning
situations’. (Hager and Halliday 2006, pp. 29-30)
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term informal. It happened as an ongoing part of everyday practice. Initially, most of
the teachers did not even recognise most of this learning, though they progressively
came to do so as the research progressed.

In the published accounts of that research, Hodkinson and Hodkinson explained
their findings mainly through the learning as participation metaphor. They showed
how the cultural practices in the four departments were very different so that
some provided richer and more expansive learning environments than others.
However, they also showed how the dispositions of individual teachers strongly
influenced their own learning and practice, and the ways in which they participated
influenced the practices of the departments where they worked. Whilst these
explanations were fine as far as they went, they underplayed the understanding of
individual teacher learning as part of an ongoing working career, and as a part of
an even wider ongoing lived life. Hodkinson and Hodkinson focussed on this life-
course view of learning in a later project, which we return to later in this chapter.

Seeing the learning of these schoolteachers in their departments as ‘becom-
ing’ helps retain the valuable insights about participatory learning whilst also
incorporating this individual learner perspective. Put simply, each teacher was
learning throughout his/her teaching lives. As they learned, learning became part
of them — part of their habitus. Sometimes, that learning reinforced existing
dispositions. The art teachers, for example, were constantly learning new ways
to teach art and were developing new possible art projects and activities, but all
this learning reinforced their existing dispositions towards art teaching and working
in an art department. In a very different way, attempts by the head of history to
introduce more collaborative working and learning in the department largely failed,
because the everyday practices and learning of many of his colleagues reinforced
their existing dispositional preferences to work largely alone. On other occasions,
learning brought about dispositional change as when the music teachers collectively
worked on how to make more use of computers and other IT in their teaching or
when a geography teacher (who was a part-time member of the history department)
learned to modify his teaching, following a formal learning event focussed on a new
examination syllabus. This learning entailed the integration of learning in the formal
course with further ‘informal’ learning which was a part of the teacher’s practice in
the school, once he returned from the course.

Using this ‘becoming’ metaphor reinforces one of Hodkinson and Hodkinson’s
findings that existing teacher dispositions influence both ongoing practice and
ongoing learning. ‘Becoming’ adds to their original understanding because it helps
make clear that learning, practice and dispositional development are ongoing and
are never complete. Teachers continue to ‘become’.

From a different perspective, exactly the same point can be made about the
subject departments. Much of the learning reported by Hodkinson and Hodkinson
resembles collaborative and collective learning by departmental groups of teachers
that cannot be reduced to the learning of individuals. During the course of
the fieldwork, the department cultures and practices can also be understood as
‘becoming’. The learning done by teachers in those departments, both individually
and collectively, contributed to both the reinforcement of some existing practices
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and also the development of new or modified practices. Changes in departmental
practice were sometimes deliberate and self-initiated. Sometimes, the changes were
externally imposed such as the introduction of a school-wide drive to teach English
language across the curriculum, which led to changed practices and new learning
in the Art Department. Sometimes, changes arose through a largely tacit process
of gradual development. In all types of case, individual and collective learning as
becoming were centrally involved.

For experienced professionals, there are occasionally major changes in working
practices that bring with them greatly intensified periods of learning. One common
example is a major institutional reorganisation, which significantly disrupts existing
practices. The result is much more intense and visible learning, likely tensions
between existing dispositions and the new situation/requirements, and a more ob-
vious period of change in the ‘becoming’ of individuals concerned, working teams
and even wider organisations. Put more abstractly, major shifts in organisational
practices also change the learning cultures, resulting in partly unpredictable changes
in learning, which, in turn, feed back into the changes to practice.

This brief analysis of what we have termed routine professional learning also
illustrates that the metaphor of learning as ‘becoming’ should not imply that learning
is some sort of unproblematic linear developmental process. Becoming is partly
unpredictable, erratic and uneven.

9 Professional Learning and Boundary Crossing

For many individual professionals, there are key stages in their career when they
cross boundaries. This happens when they move from situation to situation, for
example, from a fulltime university course to a first job, from one school or hospital
to another, perhaps to get a promotion, or from fulltime work into retirement
(Hodkinson et al. 2008). Within the professional learning literature, most attention
is paid to the first of these examples. The concern is mainly with how education
can adequately prepare professionals to work, and how the skills, knowledge and
understandings developed in university can be transferred into the workplace and
applied there by the new professionals. Hager and Hodkinson (2009) have argued
that this emphasis on learning transfer leads to a misunderstanding of the nature
of progression between education and work, and that this misunderstanding leads
in turn to emphasis on the wrong issues in trying to enhance this process. So, how
might the use of the learning as ‘becoming’ metaphor work better?

In a study of orchestral musicians in Australia, Hager and Johnsson (2009) show
that the learning done in music school and that in the orchestra are different and
apparently contradictory. In the music school, the emphasis is on individual virtuoso
performance. In the orchestra, the emphasis is on becoming a team player — on
ensemble work. If this transition is seen through the metaphor of learning transfer,
then there is a major problem — because the music schools are not teaching the
right things: the skills of ensemble playing are of prime importance to the orchestra.
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Yet, Australian orchestras have been playing world-class music for many years
despite this apparent problem: so maybe there is not a problem at all. The music
school and the professional orchestra work in very different ways, in very different
situations and with very different goals. The result is that the learning cultures of
these two organisations are also very different, and one element in that difference is
the focus on virtuoso playing in one, and ensemble playing in the other. Moving
from music school to orchestra entails crossing a clear boundary between one
situation and the other. Before that boundary crossing, the budding musician is
learning in the music school. He/she is becoming a hopefully successful student,
gaining high grades through better and better virtuoso playing. Towards the end of
the course, the student hopes to have become proficient enough to gain a place in
a professional orchestra. In turn, when recruiting new players, the orchestra wants
high quality virtuoso playing, amongst other qualities. That is, they want someone
who has become musically skilled enough to contribute to high quality orchestral
performance. What they do not want is someone very well-trained in team work, but
whose actual instrumental performance is not of the best.

Once the successful student takes up that first position in the orchestra, the
move across the boundary into a very different situation with a very different
learning culture results in a period of intensive learning, associated with becoming
a full member of the orchestra. Amongst other things, newcomers learn to be
team members and to do well at ensemble playing. Their individual learning and
performing blend into the collective learning and performing of the orchestra. In
doing so, they do not lose that virtuoso ability, which is a taken-for-granted part
of their professional practice. Put differently, virtuoso playing ability is a necessary
condition for a successful professional orchestra player, but it is not sufficient.

Using the metaphor of learning as ‘becoming’ changes the way in which the
relationship between the music school and the orchestra is understood. Now, we
can see two very different but largely complementary periods of learning, linked in
the ‘becoming’ of the professional musician himself/herself, as he/she participates
successfully in both situations, crossing the boundary from one to the other.

Kilminster et al. (2010) studied the transitions made by junior doctors in the
UK, when they moved from University Medical School into their first hospital job.
In this case, the learning in the Medical School centred upon the understanding
and practice of medicine. However, once the doctors took up their first posts, they
were unprepared to take responsibility. This was learned whilst on the job, in what
Kilminster et al. (2010, p. 1) term a ‘critically intensive learning period’. As with
the orchestral example, taking a conventional view of learning transition, from an
acquisition perspective, places the problem firmly within Medical School education,
which has, somehow not properly prepared the doctors for this key part of their role.
Seeing learning as ‘becoming’ shifts the problem to focus on how doctors can be
supported in taking new responsibilities when they take up those challenging first
jobs. Put more abstractly, if the act of moving across the boundary from Medical
School to hospital is itself seen as an intensive learning period, as part of learning
to become a doctor, then it is possible to examine the whole transition process to
see where learning can be most effectively enhanced. It then becomes clear, as



2 Becoming As an Appropriate Metaphor for Understanding Professional Learning 49

Kilminster et al. (2010) point out, that learning to take professional responsibility is
best done whilst having to actually do the job of being a doctor. Whilst in Medical
School, any focus on this is likely to be artificial and abstract in nature, and is
unlikely to address the central concerns of taking responsibility in practice.

10 Professional Learning Journeys

In the examples of learning as ‘becoming’ we have examined so far, we have looked
at particular situations over a relatively short professional timescale. However,
whether we focus on the professional learner or the learning situation, these short
periods are themselves part of much longer periods of learning as becoming. Thus,
Hodkinson and Hodkinson’s schools, Kilminster et al.’s hospitals and medical
schools, and Hager and Johnson’s music schools and orchestras have long histories.
Current practices and current learning in those organisations/institutions can only
be fully understood in the context of that ongoing history. That is, at any one time,
the practices and learning in an organisation or workplace are both enabled and
constrained by that past history. Put differently, learning in workplaces, classrooms
and larger organisations can helpfully be understood as a process of becoming
that can and sometimes should be studied at different scales of view: both large-
scale investigations over short time periods and smaller-scale investigations which
cover much larger time periods. We lack both the space and personal research
experience to explore this in more detail here. However, we can examine this issue
of learning as ‘becoming’ from the perspective of individual professionals as a
learning journey of many years. In the process, it will become evident that the
‘becoming’ metaphor aligns more closely with the lifelong learning concept than
do the metaphors discussed earlier.

A life-course perspective on professional learning becomes apparent when a
life history approach is adopted (Salling-Olesen 2001; Goodson 2003). Hodkinson
and Hodkinson recently took part in a large research project which combined
life history research with ongoing interview research over 3 years. This project,
called ‘Learning Lives’ (see www.learninglives.org for publications), did not focus
explicitly on professionals, but one of the subjects was a school teacher who later
became a researcher. Her pseudonym was Anna Reynard. We give a brief summary
of part of her learning life here, before showing how using the metaphor of learning
as ‘becoming’ can help us understand learning journeys like hers.

When the ‘Learning Lives’ research began, Anna was 65. She had always had a deep interest
in education for its own sake and for all people. She learned from her parents the importance
of good education in getting a good job, but also the love of learning for its own sake.
This was part of a strong socialist, liberal and humanist value position, which was held
throughout her life. She initially wanted a creative career related to languages, but having
dropped out of university at the time of a serious relationship breakdown, she was talked
into getting a teaching qualification.

Anna’s life since then has been committed to education, theoretically, for herself and
for others — especially those whose access to it was restricted. She wanted others to share
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her joy in learning. She spent much of her life as a teacher, in a variety of quite different
jobs, with occasional career breaks. At various stages in her life, she studied for further
qualifications: a Post-Graduate Diploma in Educational Psychology and Sociology, a short
Preschool Playgroups Association course and, eventually, a PhD.

In her middle age, she worked training teachers in a Higher Education College, but
eventually left, determined to work in schools again and ‘prove herself” (her words) before
returning to training teachers. The next few years were demoralising. She chose to take a
temporary job in a deprived area comprehensive school. The head of the department gave
little support and, Anna felt, was looking for a female college lecturer to fail. She found
it very difficult to cope with the classes. She then took a job in a comprehensive school
80 miles from home, which had the sort of ethos of support for staff and pupils which she
believed in. Anna fitted in well, but still struggled with the difficult pupil groups. Failure
to live up to her own ideals, plus the stresses of the long journey, led to a near nervous
breakdown. She then took a job in a comprehensive school in a nicer area nearer home,
where she did quite well with the more able students, but not with the pupils she really
wanted to help.

The latter part of her teaching career convinced Anna that although she enjoyed it, she
was not fit to go back and teach student teachers to teach. The Higher Education College,
which had recently become a University, was advertising a bursary for someone to do a
research degree. The detailed reflective journals she had kept at the three schools where she
had worked most recently provided a mass of data, which Anna used for her PhD.

Anna’s is an unusual story — but the ‘Learning Lives’ data suggests that so are
the life stories of most people, when looked at in detail. The issue that concerns
us here is the utility of the learning as ‘becoming’ metaphor in understanding
any professional learning journey, using that of Anna to illustrate this. The first
obvious point is that Anna’s professional learning continued throughout her life:
she continued to ‘become’. In that process, we can see a combination of continuity —
in her case, of a love of education and a desire to help less advantaged students —
and change. Anna’s is a career of many job changes and, in ways not described
above, of balancing family and work commitments. The detail of her story provides
ample evidence of the significance of gender and social class. We have evidence
of her learning at home and in relation to work, and these were sometimes inter-
related. Her story also shows, especially when we examine a level of detail not
possible to present here, the ways in which much of what we have termed routine
learning happened, interspersed with what Kilminster et al. (2010) term ‘critically
intensive learning periods’ often, but not always, associated with boundary crossing,
for example, from Higher Education college to school, or from school to school.

It is possible to understand Anna’s learning as ‘becoming’ at a variety of scales.
The extract above covers about 40 years of her working life. However, it is also
possible to focus on much shorter periods — such as her experiences in the distant but
supportive comprehensive school, or whilst working on her PhD. When we do this,
the ‘becoming’ metaphor still holds. At all scales, we can see the complex interac-
tions between Anna’s dispositions and identity on the one hand, and her positions in
arange of situations, each with its own learning culture. She learned by participating
in those learning cultures, which included those in formal educational settings and
varied workplaces. Thus, even though the focus here is on one person, it makes more
sense to understand Anna’s learning as taking place in the interactions between her
and the situations where she learned, than as simply being inside of her person.
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Her story also shows that whilst some of her learning was intentional, much
was not. This is not just a simple dichotomy. For example, whilst in two difficult
comprehensive schools, Anna was intentionally striving to educate the students. As
an integral part of this process, she was learning much about how difficult this is, and
about what she saw as her own shortcomings as a teacher. This learning reinforced
her deeply held idealism, but resulted in a significant shift in her identity as she
came to terms with what she saw as her limitations as a teacher.

What Anna’s story also illustrates is that if we choose to focus on a short period
in her professional life, this can only be really understood in the context of what had
gone before, and would have implications for what followed afterwards.

11 Practical Implications

Using the metaphor of ‘becoming’ to understand professional learning leads to
several significant implications for practice. Here we highlight a few of these, related
to ways in which professional learning can be supported and enhanced. As we have
argued, professional learning takes place in the interactions between an individual
learning and the learning cultures she practices in. Improving such learning can be
approached in three ways, which are inter-related in practice. These ways are:

1. Enhancing learning cultures
2. Supporting individual learners
3. Enhancing learning associated with boundary crossings

11.1 Enhancing Learning Cultures

Both in education and in workplaces, much can be done to improve learning
cultures. Where successful, this increases the likelihood of learning that is both
valuable and effective. However, learning cultures are complex and relational, and
many of the forces acting within them lie beyond the influence of policy makers,
managers or practitioners. Changing one aspect of cultural practice will often have
knock-on and partly unpredictable effects on others. Despite these limitations,
recent UK research suggests two strategies for improving learning cultures. The first
is to make those learning cultures more expansive (Fuller and Unwin 2003, 2004),
creating greater opportunities for and likelihood of learning. This is particularly
significant in workplaces where opportunities to learn are sometimes very restricted
by the nature of the job. For example, some of the teachers in the Hodkinson
and Hodkinson study wanted to learn more about school management issues or
about pastoral care, but their current job roles gave them no opportunity to engage
with these issues. Moreover, at the time of the research, there were no funded
opportunities for them to do this. Making a learning culture more expansive can
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be done either through providing new opportunities or through making changes to
the practices and procedures of the organisation — changes which workers need to
respond to, and thus intensify their learning for a short time.

One common way of expanding learning opportunities at work is through the
short course — often provided on or near the job. The Hodkinson and Hodkinson
research showed that such courses did not always work. However, if they were
valued by staff and could be easily integrated into current teaching practices, they
could be of use. For example, there is little point in providing training in using
computers in the classroom if the teachers being trained have no computers to use.
Too often, such courses are done first so that some new equipment or procedures can
be introduced later. This is implicitly based on the acquisition model of learning.
Once the content has been acquired, then the new conditions can be introduced.
But Hodkinson and Hodkinson’s research shows that such formal learning inputs
work when the content can be immediately related to the teachers’ practices as in
the example of the geography teacher who changed his practices after going on a
course run by an examinations board. Give the teachers computers first, then find
ways to enhance learning about how to use them.

The second way to enhance learning cultures was discovered in research reported
by James et al. (2007) on learning in English Further Education. This research
showed that learning was more effective when the forces contributing to the learning
culture in a college course were synergistic rather than dysfunctionally conflicting.
It follows that learning is more likely to be effective if dysfunctional conflicts
between forces can be reduced and synergy enhanced. The problem here is that,
in education or in work, many of the forces that might be in conflict lie outside
the control of policy makers, managers and practitioners. It is difficult to imagine
any learning culture without any conflicts or tensions, and perfect synergy is almost
certainly unattainable. In any context, the needs of policy makers, management and
practitioners are often themselves in at least in partial conflict. In the workplace,
things are made more difficult because the main purpose of the practices is related
to achieving the bottom line, not worker learning.

Operationalising either of these approaches to enhancing the learning culture of
an educational or workplace situation entails micro and sometimes macro-political
activity, around establishing what learning is to be valued and enhanced, and around
conflicts between changes desirable for learning and other institutional priorities.

11.2  Supporting Individual Learning

The second approach to enhancing professional learning takes learner careers/bio-
graphies as the focus. The concern from this perspective is how to best support
individual professionals in ways that are likely to enhance their learning through
their careers. This can partly be done through creating challenges and opportunities
to learn at work. That is, there may be ways of expanding the learning culture
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in a workplace that enhance the opportunities for ongoing professional learning.
The provision of more formal courses can also have value. Short courses can help
learn specific content but, as we have seen, that content needs to be integrated into
ongoing practice if it is to have any lasting value. Longer courses may have greater
value in bringing about personal change. Some of the subjects in the ‘Learning
Lives’ research, and some of the teachers in the Hodkinson and Hodkinson study
talked about the lasting influence of long course taken several years in the past.
Personal guidance and support, in work or outside, can also be valuable, and
this can be informally or formally accessed. Greater success is likely if the support
centres upon the interests of the learner rather than on externally determined objec-
tives. A common problem with institutional schemes of professional development
is that they are driven by institutional needs. Where such needs do not coincide with
the wants of an individual worker, the result is often strategic compliance, or even
resistance, rather than enhanced professional learning. Finally, the ‘Learning Lives’
research showed that helping people reflect upon and construct narratives of their
lives through biographical and life history methods, can sometimes help people refo-
cus their lives, and increase their ability to achieve agency in their lives (Tedder and
Biesta 2007). Personal guidance can help in this process as can some longer courses
where this sort of reflective learning is built in to the procedures (Dominicé 2000).

11.3 Enhancing Learning When Boundary Crossing

Supporting and enhancing the learning done when a professional crosses a signif-
icant boundary to a new job or from education into work, entails the integration
of both the previous approaches. Rather than focussing too much on the nature of
any content learned in the first location, which can then, supposedly, be transferred
to the second, understanding learning as ‘becoming’ draws our attention to the
transition process of boundary crossing itself. As the examples of orchestra players
in Australia (Hager and Johnsson 2009) and doctors in England (Kilminster et al.
2010) show, it is important to work out what learning can be valuably and effectively
done in each of the two different situations, each with its own learning culture.

In practice, much transition learning will take place after the boundary has been
crossed. Thus, the learning culture in the second location can usefully be enhanced
to support the learning of newcomers. Beginning teachers, doctors or orchestral
players need to be helped to become full members of the new working community.
The same will be true when a newly promoted senior staff member takes up his/her
post, though we are not aware of any research explicitly looking at learning in this
sort of boundary crossing context. Clearly, providing personally organised support
and guidance can play a significant part in enhancing such transitional learning.
Such personal support might be provided in either or both locations, before and
after the move, and could be formal or informal.
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12 Conclusion

It is inevitable that humans resort to metaphors when they attempt to describe or
understand learning. This chapter has argued that for understanding professional
learning, the metaphor of ‘becoming’ offers major advantages over rival metaphors.
This conclusion was established in two parts. Firstly, a critical analysis of the
various metaphors and their implications demonstrated that ‘becoming’ has major
advantages over common alternatives such as ‘acquisition’ and ‘transfer’, ‘partici-
pation’ and ‘construction’. Secondly, a detailed consideration of several examples of
research on professional learning illustrated the value of the ‘becoming’ metaphor
for analysing and enhancing professional learning.

Our support for the ‘becoming’ metaphor also has strong resonances with the
concept of lifelong learning. Lifelong learning suggests that learning is ubiquitous
in people’s lives. From this perspective, professional learning/development is but
one strand of what might be termed a learning life. However, an ongoing problem is
that, even now, lifelong learning is taken too often to be a desirable goal for learners
to achieve and for educational authorities to provide. The becoming metaphor serves
to correct this by reminding us that learning is an inherent part of living.
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Chapter 3
Learning to Be — At Work

David Beckett

1 Introduction

One of the great debates in philosophy is the nature of existence: ‘to be or not to be:
that is the question’. How do we experience our ‘being’? Mercifully, this chapter
avoids that debate, assuming humans know we exist, but more interestingly for the
book, delves in to how we come to know ourselves as workers. Thus, this chapter is
about ‘becoming’ in the sense of (mainly) professional formation through the doing

of work, that is, in workplaces.

Consider this case of ‘becoming’, where future school leaders are identified,
according to particular criteria. There are important concepts embedded in the

criteria, and I develop the shape of this chapter from them, as below.

Most head teachers agree that spotting leadership potential is relatively
straightforward, even at [an] early stage in a person’s career. Among head
teachers, the traits most commonly identified as early indicators of leadership
potential include:

appropriate professional confidence and credibility as a practitioner

the ability to see the big picture and to make connections between key
management processes within and across the school

knowing and understanding his or her role and how it relates to the roles
of others

seeking opportunities to develop personally and professionally
shouldering responsibilities and taking brave decisions
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e initiative and self-motivation
 intellectual curiosity and the capacity to learn
¢ resilience and empathy. (Jones 2009a, p. 5, italics added)

These eight ‘early indicators of leadership’ are a powerful way into this chapter
not because we would contest them much, but rather because they reveal, in
the emphases I have added, assumptions about professional formation which are
quite telling in education, health, social work and indeed a wide range of work
where people are the focus of the activity. ‘Becoming’ a professional is, in this
chapter, about the formative, and, indeed, the performative manifestations of a new
practitioner identity; these early indications of educational leadership are examples
of what at least some people look for, in one context.

Is the list, above, authoritative? I believe so. In a subsequent personal communi-
cation, Jeffrey Jones, in the UK, explained to me (J. Jones, personal communication,
April 13, 2009) that this list was distilled from a ‘think tank’ organised by the
National College for School Leadership in 2008. So it has the authenticity of
principals’ rich experiences in how schools should be run, at least in contexts like
the UK. But, looking especially at the emphases I have added, notice some implicit
desiderata, in the eight ‘indicators’.

Most notably, the first four of the eight ‘early indicators’ cluster around the
sociality and the ethos of the workplace: ‘appropriateness’, ‘credibility’, making
connections, seeing the big picture, knowing and understanding roles and seeking
opportunities in relation ‘to the roles of others’ are, if taken together, clearly
prioritising the collective and cultural significance of (in this case) professionalised
leadership. By contrast, the latter four ‘early indicators’ cluster around the individual
and his/her personal ethic, such as ‘taking brave decisions’, ‘self-motivation’ and
exercising a ‘capacity to learn’, with ‘empathy’.

Next, across both the social subset and also the individualistic subset of
desiderata, we notice that values and attributes intermingle: what is ‘appropriate’ or
‘credible’ will be cashed out by one’s peers, or, in the case of potential educational
leaders, one’s actual leaders. Professional ethics and an ethos will be shown in
how ‘roles’ are relationally understood, that is, in connection with others’ roles and
processes in a school, and ‘opportunities’ one seeks bridge into the latter half of the
list, where enterprising (‘seeking’) individuals show self-awareness of their agency,
alongside the regard for altruism.

What is there, then, to ‘becoming’ an educational leader? In deconstructing this
list of desiderata and generalising from it to all professionals’ formation, I want to
show that the priority it gives to the sociality of practice and to the significance
of practical judgements of rightness (or ‘appropriateness’) by both one’s peers and
by oneself are underpinned by a legitimate claim that our professional identities
are shaped by what we do, and what we normally do is relational. 1t is, simply,
in our doing that we find our being. ‘Becoming’ a professional arises from doing
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things differently. This chapter sets out what such ‘doing’ should be like, and why
it should be like it.

So, although my methodology is one of conceptual analysis and argument,
I do not eschew the normative. Quite deliberately, this ‘epistemology of practice’
explores what is valued learning for professionalised practitioners, by taking
Aristotle seriously when he claimed that all practice should have a purpose beyond
itself. What can this mean for ‘becoming’ a professional?

The shape of the chapter unpacks my answer to this question. I first need to spell
out where professional learning has traditionally come from. After that, the new
socially relational perspective is outlined, and then epistemic relations themselves
are set out. Then, working relationally, the centrality of training and then immersion
in providing opportunities for those ‘becoming’ a professional are both advocated.
In the last parts of this chapter, closer attention is given to decisionality or practical
judgements as formative experiences within workplaces where new practitioners
need to develop the confidence to do well. Links are made to lifelong learning at
that point.

2 The Traditional Individualistic Practitioner

Traditionally, professional practitioners hung out their shingle or put up their brass
plate, and opened the door and waited for the clients. Not surprisingly, their
professional formation was also individualistic. Theories of professional learning
tended to assume that learning was primarily an individual attribute, constructed
through a cognitive process involving the transmission, acquisition, storage and
application of a ‘body of data, facts and practical wisdom’ (Gherardi and Nicolini
2000, p. 330) which resided in the head, that is, the brain of a solo practitioner.
Central to this ‘standard paradigm’ view of learning is the assumption that ‘coming
to know and understand something’ involves arriving ‘at a state of mind as evidenced
in accounts of what is cognitively the case’ (Beckett 2006, p. 4, author’s italics; see
also Beckett and Hager 2002). When considered from this standpoint, individual
practitioners are understood to ‘possess’ the necessary disciplinary knowledge and
professional expertise ‘in their heads and bodies’ which they then transfer to the
situation at hand (Hager and Halliday 2006). Hall and Weaver’s (2001) description
of healthcare team working illustrates this traditional view well:

Each member of the team contributes his/her knowledge and skill set to augment and
support the others’ contributions. Each member’s assessment must take into account the
others’ contributions to allow for holistic management of the patient’s complex health prob-
lems. Team members preserve specialized functions while maintaining continuous lines of
communication with each other, placing themselves somewhere along the continuum of
interactions and responsibilities. (p. 868)

This conception of healthcare team working whilst hinting at the potential for
collective learning and interdependent action is still largely in keeping with tradi-
tional characterisations of learning which, according to Hager and Halliday (2006),
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fail to recognise the possibility of collective learning by teams and workplaces ‘that
may not be reducible to learning by individuals (p. 143). As Lingard et al. (2006)
put it, there is a continuing belief and expectation in healthcare practice:

...that the work of one profession is fundamentally independent from that of other
professions. This belief reflects a sense of professional autonomy, [and] a failure to
appreciate fully how one profession’s competent performance is dependent on the others.
(p. 480)

Traditional professional formation for medical practitioners, for example, has
been in silos, within which, not surprisingly, the solo or individualistic nature of
specialised practices has been embedded.

3 The New Sociality of Professional Practice

While I certainly recognise the need for sophisticated individualistic disciplinary
and technical knowledge in healthcare and other practices, yet, as our UK ‘early
indicators’ list of school leadership desiderata showed, our professional identities
are mainly socially shaped.

This sociality is apparent in what we do (our ‘practices’) and, I claim (cf. Beckett
2009), this is relational: it is in the judgements of what is ‘appropriate’, which is both
an ethos — what our peers enfold our individual practices within — and an ethic, a
personal commitment to doing the right thing. Such an approach to an epistemology
of practice integrates what developmental psychologists have called the social, the
cognitive, the affective and the embodied (or ‘psychomotor’) domains of learning.
As Beckett and Gough (2004) explain, taking this holistic and socially situated view
of learning seriously,

contrasts with traditional classroom learning activities, which. .. assume an individualistic
learner and knowledge that is often presented atomistically, in abstract propositions, and out
of context. In the past this epistemology has marked the professional formation of medical
practitioners as much as it has many other professionals. (p. 197)

By contrast, an emphasis on the sociality of practice has come from many places.
Lave and Wenger’s (1991) social practice perspective, for example, is helpful in
reconsidering the relationship between learning and ‘the social situation in which it
occurs’ (p. 35). For Lave and Wenger, learning:

is not merely situated in practice— as if were some independently reifiable process that just
happened to be located somewhere; [i.e. a particular workplace setting or in an individual’s
head], learning is an integral part of generative social practice in the lived-in-world. (p. 35,
italics added)

In exploring a relational, social perspective (based, in this section, on Radomski
and Beckett 2010, in press), I therefore seek to open a more complex professional
learning landscape that recognises the socially negotiated character of meaning
(Lave and Wenger 1991; Billett 2003) and the role that particular mediating
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artefacts (such as other people, technologies, languages, mnemonic techniques and
domain-specific tools) have in contributing to the construction of knowledge and
the realisation of purposeful and intelligent action (Gherardi and Nicolini 2000;
Griffiths and Guile 2004).

This more emergent, particularistic and interdependent view recognises that
learning and knowledge generation occur through engaged action (practice) in the
world and are ‘a function of the activity, context and culture in which it occurs’
(Beckett and Gough 2004, p. 197). Knowing and learning can therefore be seen
to extend beyond the individual and beyond the traditional disciplinary boundaries
(Usher et al. 1997). As Gherardi (2003) again helpfully explains,

[t]he idea is that the relations which constitute the social are continuous. They do not halt
at the ontological barriers that separate nature and culture, actor and structure, organisation
and environment: the dynamics of interaction prescind from these categories, forming a
seamless web. Consequently, knowing is a collective accomplishment which depends on a
range of spatially and temporally distributed local practices lying outside the control of any
organisation [or individual] and within a network of relationships. Learning thus becomes
an epistemic relation with the world, and it takes place as much in people’s minds as in the
social relations among them, in the oral, written and “visual” texts which convey ideas and
knowledge from one context to another. Knowledge is in its turn both social and material.
It is always unstable and precarious, located in time and space. (p. 352, italics added)

The idea that learning, in all its sociality, forms an inseparable part of practice,
which stands as a challenging counterpoint to traditional individualistic conceptions
of disciplinarity, professionality, learning and human cognition. I argue that to prac-
tise is to learn because the sociality of practising inevitably generates understandings
of the world. It is in this sense that learning “becomes an epistemic relation with the
world” (as Gherardi puts it).

There is some support for this view, already. Writing from a social work
perspective, Bronstein (2003) argues that interprofessional practice is a challenging
and potentially problematic way of working, which calls for collaborative action
‘in’ and ‘through’ a complex terrain of inter-professional and intra-professional
relationships and competing professional accountabilities. Here, we see again that
how a practitioner knows what to do is shaped by the performance of his or her work
in social contexts.

But if we look more closely, we also see, as I claim here, something more
profound. What counts as the ‘context’ is not as significant for professional
formation as what is learned in the performativity (the very ‘doing’) of knowing
how to go on, amidst any single social dynamic. I mean by this that a ‘context’
such as a ‘community of practice’ or a work ‘team’, or a hierarchy of roles and
responsibilities are all and only structures. They remain, as it were, inert, bounded
ways to regard the sociality of practice.

Rather, by decentring such structured approaches to professional practice —
whilst not denying their importance in particularising significant learnings and
shared expectations — we are able to focus on the relationality itself — the dynamics
of a group such as a team — in the very performativity of their daily work together.
How do they grapple with the contingencies of a diversity of clients, customers,
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patients, learners? How do they learn, amidst their discourse, how to go on, how to
proceed? In short, a more profound sociality of practice investigates the ‘knowing
how and knowing why’ thus-and-so is the ‘right’ (‘appropriate’) way to proceed.
Any conceptualisation of learning a professional identity — how to ‘be’ — needs to
engage knowing how and knowing why, in the daily social practices of working
together. Therefore I now turn to how learning becomes, for such practitioners in
groups, an ‘epistemic relation with the world’.

4 Epistemic Relations

Here the epistemological story is easy to tell. Traditionally, high-status learning,
that is, propositional knowledge, as represented in the rich intellectual legacies of
libraries, data, formal schooling and examinations, and, especially relevant for this
book and vocational university courses, has prevailed. In a modernist world, such
learning glitters from afar. It entices families into early labour market decisions
(the ‘11+’ fork in the road), articulates into ‘High (and Grammar) Schools’ and
Technical Schools. The former mark out the high status ‘professional studies’
leading to the spoils of elitist practice; the latter mark out low status ‘trades’
leading to apprenticeships (see Beckett and Hager 2002, for more discussion of
this dualism).

But beneath even that low-status formal learning lies low-status informal learn-
ing, typically called ‘nouse’, ‘intuition’ or ‘common sense’ or simply ‘know how’;
it is receiving long-overdue critical attention. And at one place, it is receiving this
in the high status arena of some professions, where, we may say, traditionally
propositional ways of knowing meet the experiential, head on. One vivid summary
of this epistemological tension is given by Kathryn Montgomery (2006) as part of
her detailed account of the clinical judgement of medical doctors:

Along with “wisdom”, “intuition” and “talent”, Donald Schon [1987 p. 13] lists “artistry”
as one of the terms typically used as a “junk category” to describe what cannot be
“assimilate[d] to the dominant model of professional knowledge”. (p. 30)

As educators shift their attention to the world of adults’ lifelong learning,
especially as shown in workplace experiences (Hager and Beckett 1998), it is little
wonder that daily life — a ‘junk category’ of knowledge for the past 2000 years of
Western civilization — is found to provide exceptionally rich opportunities for truly
educative experiences.

To understand the significance of bringing a junk category of knowledge in
from the cold, it is important to establish more firmly what contemporary work
actually consists in. Earlier, I claimed that professionals’ work is mainly about
the daily grappling with the contingencies of unique situations or cases, and that,
increasingly, the sociality of such contingencies is the best way to reconceptualise
practice. Moreover, I am now taking this beyond the structuralism of ‘communities’
or cultures’ or organisational design, right into the hearts, minds and embodied
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human experiences of those who work together: into their relationality at work.
How will relationality pan out? Primarily, it is in the energy and purposefulness
of the group (its dynamism) that we will find the formation and re-formation of
new professionalism, a new way of ‘being’. The dynamism should be apparent
as a reflexive way of knowing, where the groups’ memberships and their various
individualistic, discipline-based backgrounds and agency are each contributing to,
and being changed by, the dynamics of the daily contingent situations they all share.
Reflexivity shows up in the negotiation of meanings that these situations present, and
the equality of the discourse across the group as it addresses, shapes and reshapes
practices and identities simultaneously.

Thus, I argue that such reflexive epistemic relations issue in understandings of
how to go on and that these are constructed in the ‘hot action’ of their daily work. In
a chapter in Tara Fenwick’s book on workplace learning (Beckett 2001a), attention
is drawn to

... a reflexivity between, on the one hand, a worker “knowing how” to do something. ..
that is, what they are drawing upon at work..., and, on the other hand, the “knowing
why” they find themselves drawn to act. Both the “know how” and the “know why” are
up for constant renegotiation as, anticipatively, actions unfold — amidst “hot action” in the
workplace. (p. 83)

Now, almost a decade later, I want to claim that such reflexivity in epistemic
relations is first and foremost a social phenomenon. This sociality of practice is the
primary site of such renegotiation of purposeful practice. In linking ‘knowing how’
and ‘knowing why’, I am exploring what it is to come to understand something, at
a fundamental level: at coming to understand the achievement of ‘understanding’
itself, through work experiences for adults.

Essentially, coming to understand something at and through one’s work is very
context specific. But here, I am not claiming that the ‘context’ drives the learning.
Rather, I claim that the reflexivity of social relations in particular situations is
where we should be looking for both a new epistemology of practice, and also,
simultaneously, for a new ontology of practice: as I stated at the outset, the question
is not Hamlet’s ‘to be or not to be’. Existence can be assumed. I claim that this
‘being’ is the efflux of the doing — of work, that is, of working. The question
therefore is one of formation: how do professionals (at least) learn to ‘become’,
by doing — that is, by acting — differently, when they are working?

5 Working Relationally

In addressing that question, it is tempting to simply retrieve an ‘apprenticeship’
model of professional formation. After all, since medieval times, trade and craft
expertise have been acquired over time by the novice standing alongside the expert,
learning the skills of, say masonry, by observation, replication, modification and
repetition. The eyes, the hands and the intelligence were integrated in the sociality
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of the trusting relationship between two workers: one, the master, the other, the
apprentice. The secrecy of the craft was imparted to those worthy of acquiring it,
and mutual trust was apparent in the assumption that the ‘real’ (that is authentic)
skills would be divulged by the master, and that the apprentice would respect the
confidence, and the confidentiality placed in him (sic), as part of that process. Thus,
in this tradition of workplace learning, we see — and, indeed, we can tell by looking —
how the normative and the behavioural are intimately intertwined.

My argument is that relational work is very much at the heart of education. If
the normative and the behavioural are intimately intertwined in an apprenticeship,
as I have claimed, the larger claim I now make is that this is apparent in any ped-
agogical situation. Where there is any teaching and learning, I believe that what is
worthwhile is shown in the very ways it is being taught, and that these very ways are
what is experienced as learning. And these intimately intertwined ‘ways’ are tacit.

The tacit has a long educative tradition, reactivated most famously by Polanyi
(1967): ‘we know more than we can tell’, and then explicitly by Schon (1987), in
his articulation of the significance of ‘knowing-in-action’ and ‘reflection-in-action’.
But, there is an unhelpful version of the tacit. For example, the practice of chicken
sexing (taking day-old chicks in the hand, inspecting their genitals and sorting them
into male and female, at a speed of several hundred an hour) has been explained as
‘intuition’, where a meditative state helps in this rapid and accurate sorting (Martin
1994; R. Martin, personal communication, September 28, 1997); to be interrupted
and to have to explain what is going on, degrades accurate performance. Chicken
sexers pride themselves on high accuracy, but they cannot explain how they do
it. Beginning as a chicken sexer is somewhat like an apprenticeship — you learn
by osmosis, but, unlike in masonry, there is no articulation of ‘how’, much less
of ‘why’. Of course, chicken sexing is a simple unitary ‘way of seeing’, whereas
masonry is a complex multi-skilled ‘way of doing’, with seeing just one aspect of
the tacit. But my point is that the tacit is unhelpfully mystified by examples of skilled
performance like chicken sexing. Not only is the relational almost nonexistent
(newcomers pick up a chick, and little else, to help them become skilled), but it
is barely social (other than with day-old chicks).

Professionals do rely on the tacit, in this intuitionistic way, quite a bit. For
example, a nurse in a burns unit can be drawn to a bedside to investigate a hunch
that a seriously ill patient, for whom the technology is indicating clinical stability
(the monitoring is beeping along well), is, despite that evidence, actually in trouble.
She touches the skin, which is clammy, infers restless and unease, and makes an
intervention. Similarly, busy leaders form impressions of their staff, or of potential
staff, in the first few moments of an encounter, such as in a selection interview,
backing up these hunches as time and the interview unfold. In both these examples,
the tacit is central to the judgement. This is not to claim that the judgement is entirely
reliant on the tacit, only that it is a point of entry to more sophisticated relational
work. It is hard to see any of that in the chicken-sexing example.

So, if the tacit is significant for educationally intertwined relationality, it is for its
deliberate attention to what to look for, what to do, what to show (or, equally, how
to look, how to do, how to show). Teaching and learning tacitly is driven by marking
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out features of the world, and our experiences with it, which are significant for the
educative purpose in hand (and by ‘in hand’, we normally mean immediately in front
of us, in our purview). Beginning to learn something with the guidance of another
is social, relational, and perspectival. It is first and foremost seeing attentively in a
shared way, because the ‘teacher’ or guide draws attention to it in a particular way —
from a perspective of authority, and invites the learner to see it thus and so. This
bringing of something into a shared perspective can be shown, rather than voiced.
By directing attention to a stone (an object) or a horizon (a view) or a chapter (a
reading) or a state of elation or disease (an experience), tacit teaching gets a foothold
and so does tacit learning. This relationship begins to legitimate the journey from
‘peripheral’ to eventual central, skilful participation in a ‘community of practice’,
as Lave and Wenger (1991) have famously set out.

There is a continuum of broadly tacit relationality. Nicholas Burbules (2008)
describes these:

[First] ... we are observed unknowingly and in this become examples to others whether we
realise it or not [although we may be] actively behaving with an eye toward how others may
be learning from us.

Second, in trying to explain one’s tacit know-how one person may try to indicate at least
ostensively and indirectly what they want another to notice: ‘see that?’ ‘try to do it like this’
etc...

Third, a certain kind of know-how is gained only through repetition: watching and
doing the same thing over and over, under the watchful eye of a skilled practitioner. Over
time, proper performance becomes habitual in ways that may be almost entirely tacit and
inexpressible . . . such repetition is sometimes called ‘practice’.

Fourth, one sometimes tries to demonstrate the correct way of doing something by at
least being able to point out when it is being done incorrectly . . .

Fifthly, and similarly, sometimes teaching through questions can lead thought towards
important inferences and connections, without saying explicitly what they are — this kind
of teaching can provide a kind of scaffolding that can guide the learner to formulate their
own version of understanding against their background knowledge, experiences, and point
of view.

Finally, analogies or similes can be useful, though indirect, ways of guiding understand-
ing: ‘look at it like this’, or ‘imagine if it were...’. Needless to say, those are open to
interpretation and guesswork too. (pp. 672-673)

Burbules’ point with these examples is that ‘there is a degree of structure or
intention in the process of teaching (it need not be entirely tacit), even when it must
necessarily involve processes of indirection, allusion and guesswork’ (p. 673), and
I agree with him. Becoming a worker, from crane driving on the building site to
lawyering in the court room, is centrally about learning from the intertwining of the
normative (what is worthwhile) with what is behavioural (what is being done), and
the glue is the tacit: we show and we are shown, we see and we are seen, we try and
we are ‘trying’ (very ‘trying’, sometimes!). In brief, new learners, and new workers,
are invited into a perspective on the world, and they may take it up, diversely, in
ways of knowing that are more or less skilful, and more or less their own.

Inviting learners, especially beginners, into ways of seeing which are new to
them, is not an invitation to a settled or definitive perspective. The teaching of
Ludwig Wittgenstein, as well as his genius as a writer, illustrates this. Burbules
(2008) relates this account from Cambridge in the 1940s:
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Sometimes Wittgenstein, sitting in a plain hardback chair, ‘would break off, saying, “Just a
minute, let me think!” or he would exclaim “This is difficult as hell”” (Gasking and Jackson
1967, p. 52). Sometimes the point of his many examples became suddenly clear as though
the solution was obvious and simple. Sometimes the class stood in lengthy silences. Gasking
and Jackson report Wittgenstein as saying that he wanted to show his students that they had
confusions that they never thought they could have. .. (p. 667)

I was taught by Jackson at Monash University in the 1970s, and his own teaching
was tacit in this emergent and dynamic way: sometimes the class on epistemology
was cancelled because he told us that he hadn’t done any thinking for it. In the class,
Jackson conversed with us, grappling with the topics in a way that invited us to see
philosophising as dynamic, as arduous, as, really, ‘showing’ (that is, ‘doing’). Only
rarely was there any printed reference — a fragment of Wittgenstein’s Philosophical
Investigations, for example.

A workplace can itself generate ways of seeing hitherto unknown to those
who work there. For example, aged care staff — those who care for residents
with dementia — can be encouraged to ‘see’ themselves as knowledgeable and
professionally authoritative, even in an industry which regards them as low skilled
and peripheral. In Beckett (2001b), I trawled their tacit experiences on a daily basis
with residents whose ‘challenging behaviours’ had to be managed. In one vivid case,
one resident threw food at dinner time, and it turned out that she had regressed to the
farm where, as a youngster, her responsibility at dinner time was to feed the chooks
in the farm yard. In asking the simple Wittgensteinian question: “What do you find
yourself doing [with the residents with dementia]: trying, guessing or showing?’,
I was unpacking the tacit — the literally messy — in their work.

Such staffs have immense and deep professional knowledge, although they
initially denied it. One of them said to me when I first met them: “David, we know
nothing!” She meant they had no formal recognition of their learning. They had not
‘seen’ themselves as knowledgeable workers, because their context had never ex-
pected them to show that they had ‘become’ such workers. Yet, they were steeped in
knowledge as I pointed out to them in due course. Their ‘knowing how’ to deal with,
say, residents’ food throwing or incontinence was socially located (they discussed
during each shift how to manage) and comprised an interweaving of the normative
and the behavioural. Each shift, they assisted each other to construct explicatory sto-
ries which arose from the residents’ unusual realities (dementia does this), thus mak-
ing sense of challenges hitherto unforeseeable. Like Wittgenstein’s and Jackson’s
philosophy classes, aged care staffs were challenged to see, and to practice, differ-
ently, by the dynamics of the kind of workplace in which they found themselves.

6 Climbing the Ladder

Becoming a practitioner normally, and normatively, means improving in some ways.
Can working relationally in the ways I have outlined be calibrated? Is there, in
short, a ‘tacit’ ladder from novice, or initiate, or fringe dweller, on the lower
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rungs, to expert, accomplished professional right at the top? In posing the question
thus, I am leaving aside other ways of conceptualising occupational, vocational or
organisational hierarchies, such as by qualifications, by promotions, by salaries and
titles. My purpose from the start is to analyse how learning, through experiences, can
generate how one becomes a professional so that the focus on educative experiences,
not these other types of experiences, is maintained here.

In understanding how novices can best learn, can we learn from those with
expertise? Expertise in workplace performance is a tricky notion, as Jarvis (2009),
who sets out the history and current state of the debates on it, makes it clear. There is
a strong ‘decisional’ or judicial character in expert performance, which is relevant
to my argument here. What can this mean? Gigerenzer (2007), taking a research
perspective on ‘gut feelings’, indicates how the accomplishment of experts is shown
in the speed with which they cut to the decisional moments, discarding the psychic
and experiential scaffolding that has defined their competence in the past. We may
say that having climbed the ladder (of competence, of accomplishment), they can
kick it away.

Montgomery (2006), in analysing the clinical judgements in medicine, puts the
same point this way, in drawing upon the landmark ‘novice to expert’ work of
Patricia Benner, for nursing: “The acquisition of a clinical skill is a process that
goes beyond mastery of rules. . .to a stage where the rules are no longer recalled:
each case is comprehended wholistically”. She acknowledges that Benner drew
upon Dreyfus and Dreyfus, who ‘... maintain that experts reason not by methodical
inference but “holographically” ...’ (p. 35).

Montgomery further states that clinical judgements are marked by ‘practical rea-
soning necessitated by an absence of certainty’ (p. 42), and, central to this analysis,
what practitioners bring to such reasoning is ‘[d]escribed as intuition . . . essential to
good practice, those “gut feelings™’. This is ‘a sort of know-how: as nonscience, this
must be art’ (p. 30).

Notice, however, that this is the unhelpful usage of the tacit which I discussed
earlier using chicken sexing. There is a persistent mystification in relying on ‘gut
feelings’ and ‘intuition’ which enshrines a Cartesian sense of the individual. Rather,
I am keen to advance the socially located practitioner, working relationally in ways
that construct learning through perspectival and dynamic experiences, albeit with
others as ‘teachers’ (broadly construed as guides of learning).

So the interest now is on how improvements in practice can be tacitly undertaken,
but this is not a new interest. Parents have undertaken this for millennia. It was
Aristotle who stated that training is essential for the development of character, since
if someone in youth acquires, through repetition, the ‘right’ habits, he/she will come
to internalise them as his/her own valued practices as life unfolds. ‘Training up’
a child will give you the mature adult. Can beginning professionals be similarly
‘trained’?

The problem with training is its limiting but pervasive provenance in be-
haviourism, without the leavening effect of the normative. By mindless repetition,
it instils a change in behaviour — it works well for animals. By contrast, training
to some worthwhile, and agreed, purpose, with activities which engage the whole
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person, not merely the hands, is an important educative experience at the centre
of the formation of a professional. Training is in skill acquisition. It has a specific
ambit, so it does contribute to the details of ‘know-how’ within professions, where
for most there are correct, safe and efficacious ways to ‘go on’. This ‘knowing how
to go on’ is a curious phenomenon. As Wittgenstein has argued, knowing how to
go on (in following a sequence, such as a pattern of odd numbers), is an example
of being able to follow a rule. But to follow it, you must have an understanding of
it (that it is every second number in a pattern beginning on an ‘odd’ number, such
as 13...etc). The debates are about how such an understanding is achieved. What
learning activities will help? As Luntley (2008) puts it:

If the activities in question in pointing, using an example, saying things like ‘and so
on...  are intentional activities, they are activities that exhibit understanding . . . that are
conceptually structured...it is not training that provides the platform of resources to
respond to reasons. That platform is supplied by the prior conceptual understanding
manifested in the pupil’s [or any age learner’s] capacities to undertake a variety of
intentional activities. Training will have an important role to play as we exercise the
activities that manifest such understanding. But that is simply to note that when we ‘work
out’ intellectually, the moves we make need not be restricted to the silent moves made
within an inner language of thought; they can include the moves we make in those bodily
activities in which we express our intentionality. (pp. 702-703)

Such a Wittgensteinian view of training thus requires intelligent action in the
very performance of skills and implies that skill-acquisition activities will need to
engage the mind, especially because our capacity for understanding is a ‘resource’
which is manifest in, say, knowing how to follow a rule. In the rule-following itself,
we are making apparent our understanding of the rule, and can give an account of it
when asked.

Notice here, then, that training is correctly a ‘tacit’ activity of the kind I
advocate. It is socially located, relational and normative in the sense that it fits
some understanding of why and how the skill to be acquired is worthwhile. Luntley
goes on:

... words often give out when we explain meaning. We do not and often cannot explain
the meaning of a word in other words. Words give out and we explain meaning implicitly
by resorting to action. .. But this reach beyond the scope of words is not a reach beyond
the scope of reason....The activities that figure here are activities that express an
understanding. (p. 703, italics added)

The crucial point is that it is in the doing that the understanding is apparent.
‘Understanding’ how to go on is not some psychologically prior state (‘having
an intention’) which is then manifest in doing. The intentionality of the action is
shown in the doing of the act itself. That is, although the meaningfulness of training
is bound up in the commitment made to undertake it, the actual learning — and
the development of this learning as calibrated in further rungs up the ladder of
skilfulness — is shown in the doing, which is done from intelligent commitment.
This ‘doing’ is the explicit aspect of such training. It is this which ‘expresses an
understanding’.
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Understanding ‘understanding’ in this way — as tacitly acquired (that is, an im-
plicit, often indirect set of learnings broadly as Burbules listed above) — implies that
it is an equal partner in an intertwining of behavioural and normative experiences,
which are coextensively authentic, as I have argued from the outset. We know by
doing, simultaneously as behaviour and as purpose; we call these ‘actions’. And
they are, hopefully and typically, intelligently enacted. Moreover, such intertwined
experiences are not just coextensive. I make the stronger claim: they also jointly
constitute ‘understanding’. They simply are what we mean by ‘understanding’. In
this way, they are fully integrated in activity, and amount to a Deweyian (1916)
holism, grounded in our materiality — our embodied practice (O’Loughlin 2006).
What does coming to understand something amount to? It is fully manifested in
the intertwining of the behavioural and the normative as jointly apparent in what
human, more or less intelligently, do. Hence, we ‘become’ a worker — by working.
And we do so, knowingly. Training can be regarded as contributing to this overall
ontology.

But, training is not enough. Despite this intentionally integrated, experientially
holistic, and, let’s say it, broadly humanistic approach (see how far it has come
from its simply behaviourist ancestry), training does not exhaust this analysis of
how professionals are best formed, although it is central to it. Becoming a worker,
by working, needs careful attention to the growth of intelligent action, as I now
explain.

7 Giving Reasons

In addition to carefully calibrated training of the type I have outlined here, what
is also required of those ‘becoming’ a professional is immersion in practice. This
is also an aspect of the tactile. In many organisations and associations, various
structures such as shadowing, mentoring and coaching will seek to make sense of
the seemingly inarticulable for the new appointee.

Many such structures range across the six varieties of the tacit as Burbules
listed above, united by the intentionality I have unpacked in the previous section.
Immersion in work targets growth in intelligent action(s). Intelligent activities at
work can be reflected upon equally intelligently, in, say, a mentoring programme,
from which a new staffer can learn, in Wittgensteinian terms, ‘how to go on’. These
reflections are typically not of the private, meditative type. They fit the socially
located, relational tactility which is central to this analysis: ‘Why did you do it
that way?” ‘What did you find yourself doing next?” ‘How will you go about
making that change?’ are questions a mentor can ask of a mentee which invite the
giving of reasons. Yet, this is not reason giving in a narrow cognitivist sense. Often
responses to these questions will deal with feelings, values, willpower, colleagues
and embodiment. This is what makes them experientially holistic and intentionally
integrated (as in the previous section). In non-training contexts — as in the messiness
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of immersion in authentic work — such questions and such a structure like mentoring
take on new significance.

If beginning professionals are to make sense of their new identities, and their
grasp of the bottom rungs of the ladder of skill formation, they need particular
encouragement in giving and receiving reasons of the kind I have just specified.
After all, a professional practitioner joins a peer group, by definition (colleague
professionals), and initiation into the codification and an ethic of practice (and, sim-
ilarly, of ‘malpractice’). These are, each of them, both normative and behavioural.
How to act or how to ‘do’ one’s profession is calibrated not just hierarchically via
skill development, but also laterally through one’s quality of immersion in practices
and with practitioners.

In this lateral immersion, it is the reason giving that locates one’s professional
participation. As I have argued at length elsewhere (Beckett 2004), reason giving for
the decisions one takes at work, is best regarded as the making of inferences from
what is experientially significant — what differences or changes were made? What
was brought to bear on them? Where do these lead for your practice, or your part
of the organisation? A good mentor will bring this out, in inferential questioning
like this. Beginning practitioners need to learn how well to respond to this because
they are part of a socially located, relationally tacit environment. As Beckett and
Mulcahy (2006) put it:

Briefly, our claim is that how a person goes on to do something (what ‘know how’ consists
in) is not about something other than itself (like a propositional state, or a product, such
as is Given), but rather about what that person finds herself or himself undergoing, in what
it is to be human. Frequently, what humans find themselves doing is making decisions
(judgements) about what to do next. Workplace learning is increasingly shaped by this sort
of fluid experience (‘knowing how’ to go on), but it needs to be made explicit... The
‘making explicit’ is what the best adult teachers and trainers can do, in facilitating, even
revealing, adults’ experiences for educational purposes. Mentoring schemes are an example.

Judgements under this latter, inferentialist, model of agency are practical in that they are
expected to be efficacious: they deal in what is thought to be good (that is to say, appropriate)
in specific contexts in which they are embedded. (p. 248)

Immersion in the relationally tactile giving and receiving of reasons, at work,
enables new professionals to become confident in the integrity of their experiences
as a source of learning: shadowing, mentoring and coaching, for example, may not
give many insights into learning from experience in a narrow, cognitivist sense, but,
as I claimed about inferentialism, such wider, more holistic rationality is ‘at several
points “ostensively tied” to reality (that is, are about this world now)’ (p. 246).
Ostensive activities, like showing by pointing, hinting, trying and simply moving
about are educationally powerful but hitherto low-status ways of knowing, as the
aged care staff case exemplified.

A relationally tactile analysis, based in inferentialism, links ways of seeing and
ways of knowing into provocative reflective questioning inviting the making of
inferences about what happened, what should have happened, and what yet could
happen and the consequences of all the three. In this richly interrogative sense, new



3 Learning to Be — At Work 71

professionals learn better at and from work. In Beckett and Mulcahy (2006), we call
this the ‘communal, self-correcting’ nature of professionals’ practice, and I claim it
is essential that those becoming professionals learn to do it well and that immersion
at work may provide the structures through which it can take place.

8 Making Judgements

But I do want to emphasise that this communal self-corrective reason giving is
rational in the broader (almost metacognitivist) sense that Luntley meant, above, in
his defence of tacit activities as manifesting rational understanding. In educating
beginning professionals, we need to stay away from narrow cognitivism. Bent
Flyvbjerg (2001) describes the problem thus:

Regrettably, the pervasiveness of the rational paradigm to the near exclusion of others is a
problem for the vast majority of professional education, and especially in practical fields
such as engineering, policy analysis, management, planning and organisation . . .

This has caused people and entire scholarly disciplines to become blind to context,
experience and intuition, even though these phenomena and ways of being are at least as
important and necessary for good results as are analysis, rationality and rules. (pp. 24-25)

Flyvbjerg directs us to the way forward, which I share:

The person possessing practical wisdom (phronimos) has knowledge of how to behave in
each particular circumstance that can never be equated with or reduced to knowledge of
general truths. Phronesis is a sense of the ethically practical, rather than a kind of science.
(p- 57)

—

Aristotle’s phronesis is indeed helpful (as Beckett and Hager 2002 claim)
making sense of this reliance upon strange experiences. Flyvbjerg goes on:

n

... Phronesis goes beyond both analytical, scientific knowledge (episteme) and technical
knowledge (techne) and involves judgements and decisions made in the manner of a
virtuoso social and political actor. I will argue that phronesis is commonly involved in social
practice ... (p.2)

...and is [the]m most important because it is that activity by which instrumental
rationality is balanced by value rationality, and because such balancing is crucial to the
sustained happiness of the citizens in any society, according to Aristotle. (p. 4)

And throughout his chapter entitled ‘Rationality, body, and intuition in human
learning’, Flyvbjerg (2001) refers for support to the ‘Dreyfus’ model of compe-
tences and skill formation, suggesting that traditionally individualistic models of
learning skills are unhelpful:

Practical experience consists precisely in an individual’s ability to readily recognise skill
and virtuoso experience. [In relating an experiment with paramedics and experienced
teachers of paramedics...] ‘“The teachers attempted to identify a competent rescuer by
looking for individuals who best followed the rules the teachers themselves had taught their
students in CPR. The teachers’ concept of “good” resuscitation technique was simply to
follow the rules . . . Being novices, the students could do little else’. (p. 23)
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Again, Montgomery (2006) articulates a similar way forward; for her, it is based
on research into how our contextuality frames our practices:

Bourdieu’s habitus and Geertz’s common sense are useful concepts because, like Aristotle’s
phronesis, they characterise a kind of knowing that is not hypothetico-deductive, not
scientific, but nevertheless deserves the label ‘rational’. Those who possess this rational
capacity or virtue in great measure are often regarded as wise. . .

Because competent clinicians embody a habitual and “automatic” commonsense method
of responsive knowing, the idea of a rationality that is both deeply ingrained and largely
unaware of itself is essential to understanding their enculturation, the formation of the
professional self. (pp. 165-166)

9 A Wise Way Forward into Lifelong Learning

Overall, I have just argued that immersion in opportunities for rationality as it is
apparent in socially located and relationally tacit practices is how we should be
shaping new professionals. Prior to this, I also argued we should be providing
training which is rich in such opportunities.

In this analysis, I am, overall, arguing for a Wittgensteinian approach to
particular programmes of skill formation and particular attention to workplace and
professional practices, which have both normative and behavioural characteristics
glued together in experiences that are decisional. This Wittgensteinian approach is
underpinned by Aristotle’s epistemology, where decisionality constructs practical
wisdom or prudence, through judgement. That is the sense in which these are
rational — not narrowly so, but holistic, in that they take thinking, feelings, sociality,
one’s embodiment and the conative (willpower) as aspects of a unitary phenomenon:
human experience as manifest in moments of decision — ‘what to do next?’ — in
pursuit of some good. This is Aristotle’s phronesis. Beginning professionals can,
indeed, must, learn this capacity, but they need particular guidance through training
and immersion of the kind I have specified.

In advocating such particularities, I am disavowing any reliance on ‘learning
how to learn’, or any mystical capacity or ability to acquire this, or be taught it.
Christopher Winch (2008) explores what sense can be made of such a generic
‘learning’ and concludes that apart from literacy and numeracy (both particular
skills) not much can be claimed for it (“it can be acquired and maintained”, p. 661),
although it is often stridently advocated by developmentalists (e.g., Rousseau,
Chomsky) and many Western government policy statements. Indeed, the ‘lifelong
learning’ agenda seems to assume such a capacity, almost as a given: ‘learning how
to learn’ is meant to mark out the ultimately self-aware individual. Where has this
mystical ideal come from? Is it any more helpful than chicken sexing in illuminating
self-awareness?

Lifelong learning was revived around the world in the 1990s as a neo-liberal
policy umbrella under which many governments articulated their plans to build the
vocational capacities of their various populations. It justified upskilling, deskilling
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and reskilling, and the shift from a focus on employment as a national aspiration,
to ‘employability’. Working ‘smarter’ meant working within the risk of losing your
job, and lifelong learning became the mantra for staying just ahead of the current
labour market demands for skilled workers. Lifelong learning under this umbrella
was usually about individuals planning their fragmented futures, and managing the
prospects of subgroups of vulnerable individuals (early school leavers, mature age
redundancies, immigrants and so on). Learning, labouring and social welfare and
cohesion were all bundled under the ‘lifelong’ umbrella (James and Beckett 2000).

Such a bleak analysis masks the potential for lifelong learning in more gener-
ative situations such as within fairly stable workplaces, and in most recognised
professions. But it needs to be seen as agentive, not as attributional. By this, 1
mean lists of skills, capacities and competencies (which is how governments, unions
and professions have operated under the policy umbrella) which are attributed as
desiderata to individuals or groups of individuals, and which merely preserve the
old atomistic way of seeing work and identities. Generic or key competencies in
themselves are not undesirable. Who would disagree that the new workplace needs
team players, communicators, problem solvers and so on? The issue is that these
are bolt-on attributes of more or less successful workers or aspiring workers, who
themselves have no acknowledgement of their relational engagement to bring these
about in the very intelligent activities of their work. Rather, as this chapter has
argued, a relational approach insists on the epistemic value of practical judgements
at work and on the justification of such judgements amongst one’s peers. This
approach will display the usual generic or key capacities or competencies which
governments or unions or professionals seek, but not by atomistic attribution (Task:
‘Check the box — has or hasn’t the practitioner “got” the skill?”). Instead, a relational
approach to such desiderata goes about constructing these in the very doing of
the work (Task: ‘From what practical evidence can we infer the practitioner’s
judgements were, or were less, effective?’). A relational approach under such a
thoroughly vocationalised lifelong learning umbrella locates the agency of the
practitioner or the worker at the centre of the learning, but insists on the socio-
cultural context as the site of the epistemic relations which constitute such learning.

To reiterate claims I made earlier and to apply them under the lifelong learning
umbrella: the learning we do (sic) is in the linkages, not in the head or the heart,
or in various ‘bolt-on’ attributes, of any individual worker. To come to ‘understand’
something is to enter into relationships which construct and display understandings,
which are, themselves, emergent characteristics of practices. In this relational
approach, agency is a shared relationship, for those with peer groups, which is most
of us, at work. I have argued and shown, for example with the aged care staff, that
typically we see our decisionality — our ability to enact differences in situations —
amongst others’ abilities to do this as well. It’s the linkages here which are the
first and most epistemically profound ways of seeing ourselves. We can be guided
to see ourselves differently: less as novices, more as experts; less as intuitionistic
(like chicken sexers), more as accountable (like school principals). We ‘become’
workers of various kinds through the doing of the work with others, which requires
an active (agentive) intelligence. Immersion and training are therefore central to
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lifelong learning, but they have a richer epistemic significance than an attributional
approach confers. An attributional approach supplies ‘bolt-on’ skills and capacities,
desirable though these may be in themselves, but understates the agentive, the social
and therefore the relational character of lifelong learning at and through work.

Stepping out from under the vocationalised lifelong learner umbrella, such an
agentive, relational approach is also central to our life, in our familial and most
intimate relationships. In our homes and communities, we find fulfilments in the
immersion and training we find ourselves undergoing informally as parents, lovers,
partners and local leaders of groups which are not vocational. Again, this is
Wittgensteinian, and Aristotelian: we literally ‘find ourselves’ in our local worlds,
and the languages game we are immersed within. Our ‘selves’ are constructions,
where each individual’s agency is only part of the story — the rest is out there, with
us, in the relationship-constituted world we are born in to.

This world — my world and your world together — is what we know best; it is also
our way of seeing what we know best. And we make judgements every day as we
negotiate our ways of acting and ways of seeing amongst others. Skilfulness at this
grows over time — it emerges in the doing, as it were — and we are almost always
in situations of having to account for our actions amongst those we love most or
hold in high esteem. Whether we are fully aware of it or not, we find ourselves on
pathways to maturity as well-integrated adults. Success or otherwise is more up to
others to judge — our peers, we can claim.

Scepticism about attributional wish lists of purported ‘lifelong learnings’ is
justified, then, in favour of support for the more holistic and relational analysis
of such desiderata, established in this chapter. Properly conceptualised, lifelong
learning can be generative, for and around workplaces and elsewhere. If it is
powerful, I believe it is so because relationality builds only one generic capacity,
self-confidence. Winch (2008) puts it this way:

One key point is that success in an activity tends, other things being equal, to bring
confidence that future attempts will lead to success. Confidence in doing something is a
motivational factor since, again, other things being equal, someone who is confident that
they will succeed in achieving something if they attempt it, is more likely to attempt and
succeed than someone who is not. (p. 661)

He advocates literacy and numeracy as ‘crucial specific transferable abilities’
which are likely to bring about such confidence. In the world of adults’ professional
formation, we could do well to advocate particular learning designs and opportuni-
ties, centred on training and immersion experiences, as I have claimed throughout.

But, in addition, to building self-confidence in beginning professionals, we must
be mindful of those UK school leadership indicators with which I began. What
do we learn from that list, and how it was established? I suggest that, using
the indicators as ‘evidence’ of a sort, even being named as a potential school
leader, is motivational because one is being paid attention: this is perspectival,
socially located and relationally tacit. It tells an up-and-coming practitioner that
she has been noticed, and for reasons which are organisationally and professionally
defensible. Her peers and her workplace hierarchy have given and received reasons
in the form of messages about practices, both real and desirable. These real and
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desirable practices are, each of them, both behavioural (‘what you are doing is
fine’) and normative (‘why you are doing it is appropriate/good/worthwhile’).
Such expressed reasons amount to judgements which are of real and desirable
practices. Thus, they instantiate phronesis, and they shape a professional and his/her
confidence as he/she moves up, and further into, his/her chosen career.
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Chapter 4
Higher Education and Becoming a Professional

Madeleine Abrandt Dahlgren

1 Introduction

This chapter addresses the question of becoming a professional from the perspective
of how higher education is seen in relationship with the demands of work life, by
students at four European universities. It brings into focus two study programmes
different from teacher education, medical education and nursing education, namely
Psychology and Political Science. The purpose of doing so is to add a different
viewpoint to becoming a professional. These programmes seem very different in
curricula structure and professional focus, assumingly producing different educa-
tional trajectories from higher education to working life, yet they also have several
similarities. The rationale for bringing in Psychology and Political Science into the
discussion is that, through the discernment of differences across the educational
preparation of professionals, it is also possible to discern common features of what
it means to become a professional. Psychology has a clear professional role as
the endpoint in the same way as medical, nursing or teacher education has, while
Political Science is a typical liberal arts course, without a designated or self-evident
professional focus. What is the process of becoming professional like under these
auspices?

To address this question in this chapter, I use examples from a comprehensive
research programme conducted between 2001 and 2008. The first generation of
research that I refer to addressed questions about how students from different
European countries and study programmes become professionals (cf. Dahlgren et al.
2007 for a summary article of the project). The project was called Students as
Journeymen between Cultures of Higher Education and Work. Data from this project
will make up the main source used in the chapter.
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The rationale of the Journeymen project was that there is a mutual interplay
between institutions of higher education and the students and teachers that populate
them. The process of becoming professional in this sense is not only how education
impacts people, but also how people impact education. This means that the students
are seen as individuals as well as members of different university cultures and degree
courses that have clear or less clear connection to a professional work life area.
This provides a nuanced way of understanding the relationships between cultural,
educational and working life contexts. Becoming professional is here studied as a
function of how students understand their university culture as they enter and as they
leave their university education, how they see their coming professional work and
what they see as the relationship between study and work.

Another assumption in the project was that basically the same educational
initiatives might bring different results in different cultures. For this reason, I will
examine the different course structures encountered by students. Since the Journey-
men project was undertaken, the Bologna process has been implemented in Europe
in order to harmonise the system of higher education. The rationale is that this
harmonisation will facilitate student and staff mobility and permit free movement
of academic graduates. The Bologna process comprises several steps, including the
introduction of a so-called Diploma Supplement to facilitate comparisons between
degree documents. The European Credit Transfer System (ECTS) has also been
implemented to increase comparability between study programmes (EU 2000).

It is reasonable, however, to believe that the programmes are still influenced by
the national and local university traditions of the European countries. The research
I am referring to in this chapter was undertaken in a comparative context of four
European countries: Sweden, represented by Linkopings Universitet (which was
also coordinating the project); Norway, represented by the University of Oslo;
Poland, where the University of Gdansk is involved and Germany represented by the
University of Duisburg-Essen. The project was financially supported by a grant from
the Fifth Framework of the European Commission of the European Union (Project
identity HPSE CT-2001-0068). The process of becoming is also investigated in a
longitudinal part of the study which questioned senior students and professional
novices, after about 18 months of professional practice, to investigate how they
conceived of themselves as professionals, and how they in hindsight viewed their
university education, particularly related to their professional work.

Against the backdrop of the common European labour market, it is of interest
to investigate how the higher education systems in different European countries
prepare individuals for working life. The Journeymen project induced a second
generation of research where the most relevant in this context is the longitudinal
study by Nystrém, who in her doctoral thesis (2009) followed the Swedish students
in Psychology and Political Science and their views of the professional trajectory
after 3 years of professional experience (Nystrom 2008; Nystrom et al. 2008).
Hence, data from Nystrom’s studies will be interspersed and used in addition to the
Journeymen data. The transition from higher education to work life is also studied
in a comparative context of Sweden and Australia (Reid et al. 2011), and makes up
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a third generation of research that will be used to illustrate the process of becoming
a professional in the fields of Psychology and Political Science.

2 Theoretical Framework

When I talk about becoming a professional in this chapter, I am particularly
focusing on the dimension of identity formation that is situated in the realm of
higher education studies and work. It does not mean that the formation of identity
occurs only in this realm or that the concept of identity is viewed as something
homogenous or as a rational and stable personality trait. Rather, professional identity
formation is viewed as a multifaceted, relational and fluid concept. Viewing students
as ‘journeymen’ indicates that the transition from university studies to working
life comprises also a trajectory between different practices that have different
implications for the formation of professional identities. Students embark on a
journey from being expert students to becoming novice professionals (Reid et al.
2011). The formation of identity is open to influence from social interactions and
contexts, and hereby also allows for consistency and inconsistency to coexist in
a particular person’s experience throughout the trajectory from higher education
to working life. Conflicting emotions or ambivalences that arise from everyday
life can be understood as subjective dynamics, which influence the construction of
knowledge as well as the shaping of a professional identity (Axelsson 2008).

Axelsson (2008) emphasises the notion of the construction of knowledge and
identities as lifelong projects. Two things are significant in this: first, reflexivity and
the possibility of making and revising rational choices making identity formation a
self-reflexive project (Giddens 1991) and second, people are influenced by general
ideas and actual conditions in everyday life and the possibility to choose is thereby
limited. From this perspective, identity or identification does not necessarily rest on
a rational basis (Bauman 2001, 2004). Identity is here seen as a shaping process
rather than an essential concept. Bauman (1991) claims that in the change to the
modern functionally differentiated society, individual persons are no longer firmly
rooted in one single location or subsystem of society, but rather must be regarded as
socially displaced. There is no ‘natural identity’ that can be bestowed upon people;
the creation of identity is individual and could never be securely and definitely
possessed as it is under constant challenge and must be ever anew negotiated.
Bauman points at a paradox in the sense that the individual needs to establish a
stable and defensible identity to differentiate the self from the outer world, but at
the same time needs the affirmation of social approval. ‘The subjective world which
constitutes the identity of the individual personality can only be sustained by inter-
subjective exchange’ (p. 201).

Wenger (1998) reasons along similar lines when he describes identity formation
in a community of practice. Identity is here viewed as a nexus of multimembership.
As such, an identity is not a coherent unity nor is it simply fragmented. A nexus does
not decompose our identity into distinct trajectories in each community, nor does it
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merge the different identities we construe in different contexts into one. In a nexus,
multiple trajectories become part of each other whether they are contradictory or
reinforce each other. Wenger claims that identities are at the same time one and
multiple. Even if we are talking about identity formation situated in the realm of
education and work, it does not mean that development of professional identity
is seen as an isolated phenomenon that takes place only at the university or in
the work context. Nystrom (2008) shows that the process of professional identity
development is rather a dynamic relationship between different life spheres. In
her study of student and novice professional psychologists’ and political scientists’
processes of professional identity formation in their transition from higher education
to working life, three different forms of professional identity were discerned: a non-
differentiated identity, a compartmentalised identity and integrated identity, which
exemplify different negotiated relationships between the professional, personal and
private life spheres. Nystrom’s study suggests that these three forms of professional
identities are sequential, starting from an individual focus to more relational and
integrated ways of reasoning about one’s profession. Nystrom argues that it is
through the negotiations between personal and socially derived imperatives that
identity formation progresses throughout working lives.

If we look at the context of universities, with all their diversity in disciplines,
scientific and professional perspectives, they have in that sense in the literature been
viewed as hosting a number of ‘academic cultures’ (Snow 1964) or ‘tribes and terri-
tories’” (Becher 1989). Then, it is not surprising that educational design, expectations
of knowledge formation and identity building in students vary among the array of
university programmes. Previous research shows that students also respond to these
expectations in different ways during the course of their education. Their ways of
engaging with learning in their respective disciplinary and professional fields have
an impact on how they identify with the knowledge for the coming professional
work (Abrandt Dahlgren 2003; Abrandt Dahlgren and Dahlgren 2003), and hence
on the process of becoming professional.

The implication of the above perspectives for identity formation in the realm of
university studies is that students as they begin their education towards becoming
a professional, encounter the social practices characteristic of their chosen profes-
sional or disciplinary field. They will be exposed to the world views, theories, skills
and languages embedded therein, and this will influence their identity building as
they eventually appropriate some of these cultural properties. In their research in
the context of learning in design, Reid and Solomonides (2007) also identified the
importance of affect as a component of professional formation and engagement
with the profession. In their study, the ‘sense of being’ — that is the students’
core view of themselves — afforded different orientations towards their ‘sense
of artistry’ (affect), their sense of being a designer (the profession), their sense
of transformation (learning) and their ‘sense of being within a specific context’
(becoming, belonging, involvement).
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3 Data Collection and Analysis

In the Journeymen project, data was gathered through semi-structured interviews
with junior students in their first year of studies and senior students in the last year
of their Psychology and Political Science studies. Both first-year and senior students
were interviewed, 20 and 12 students, respectively, in each discipline, just under 100
students in each country. In order to get a sense of how the ideas of becoming pro-
fessional developed over time, a second round of interviews was conducted with the
senior students after their first year of work life experience. To supplement interview
data, curriculum documents regarding the different programmes were also used.

The project group developed a joint analytical framework for the purposes of the
study. There was a need for arriving at descriptive categories of how the process
of becoming professional was conceived from the perspective of the informants
as well as for linking these conceptions to local policies and contexts; hence, the
analysis of the interviews comprised several layers of analyses. As a first layer, an
analysis inspired by phenomenography was carried out. Phenomenography is the
empirical study of the qualitatively different ways in which various phenomena in,
and aspects of, the world around us are experienced, conceptualised, understood,
perceived and apprehended (Marton 1994). The words ‘experience’, ‘perceive’ and
so on are used interchangeably. The point is to suggest that a limited number
of ways in which a certain phenomenon appears to people can be found, for
instance, regardless of whether they are embedded in immediate experience of the
phenomenon or in reflected thought about the same phenomenon. The analyses were
initially performed in order to obtain a description of the processes and outcomes
of meaningful learning from the perspective of the learner (see Marton et al. 1977).
In the Journeymen project, the focus was on the differences and similarities at the
group level rather than the differences and similarities between individuals.

A second layer of the analysis was an attempt at linking the students’ descriptions
to a discursive level, through a discourse analysis, based on the content of
the students’ experiences as these appear through a phenomenographic analysis.
Discourse analysis is a set of research procedures applied to interpret complex issues
of language use in specific social situations. As Gee (1999) notes, it is informed by a
view of language that transcends the traditionally communicative understanding of
its function (i.e. that of exchanging information). For Gee, the main functions of lan-
guage are . .. to scaffold the performance of social activities . . . and to scaffold hu-
man affiliation within cultures and social groups and institutions’ (Gee 1999, p. 1).

The linguistically expressed conceptions of educational issues were interpreted
as being related to their subjective activities, their developing social and professional
identities and to the cultural and institutional structures they find themselves in.
The results of the first two layers of analysis have thereafter been subjected to
further comparative analyses; on the one hand, within each participating European
university to compare different programmes at the local level, and on the other,
between the universities to compare the same programmes in different national
contexts.
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4 Becoming Professional: Psychology Across Four European
Universities

In the following, I undertake a cross-national comparison of the four university
programmes in Psychology in Linkdping, Oslo, Gdansk and Duisburg-Essen which
have different pedagogies and conceptions of learning. These frame conditions may
impact the learners’ attitudes towards knowledge, competence and their working life
expectations. Before focusing on differences and similarities, I look at the various
pedagogical approaches employed and try to identify possible consequences for the
learners represented within the broad interview data.

Linkoping, Sweden. The course uses problem-based learning to bring about an
interplay between practical experience and theoretical reflection and to provide
students with impressions of their future profession. Students study for 5 years
with practical placements incorporated into each theoretical block. After graduation,
students undertake a 1-year mentor-guided practice before certification. They also
go through a period of ego therapy, in which they reflect on their own personal and
professional development, under the guidance of a professional psychologist.

A characteristic feature of Psychology as a field of knowledge is the existence of
a set of schools according to which individuals, their motives, functions and aims
are conceived of in different ways. The eclectic mode of instruction at Link&ping
means that fragments of knowledge from different theoretical schools are moulded
ad hoc and applied to a specific case, that is, the professional selects a specific
theoretical perspective for a specific case. The awareness of competing theoretical
schools of Psychology and the application of these in clinical practice stand out as
the most important features of the learner’s answers to the questions about what kind
of knowledge is acquired during university studies. The trajectory from university to
working life is characterised by continuity and confirmation of the knowledge base
acquired during the educational process (Abrandt Dahlgren et al. 2006). Some of the
interviews are also very convincing as regards students’ feeling of being prepared,
of putting into practice the knowledge they have developed during their studies.

I was surprised by, partly how easily I was entering the professional role and felt confident,
and partly by that I could convey my knowledge to the people I met. I was a school
psychologist, and there was no doubt about it.

The problem-based learning approach claims to stimulate critical reflection
through an emphasis on learning through problem-solving, experiential and self-
directed learning. Theories, methods and problems in the field of Psychology are
dealt with from a research perspective. It is suggested that since the scientific basis
of the profession is rapidly developing and changing, it is important for students
to develop the ability of lifelong and independent learning. To do this, students
must identify their own learning needs as well as choose, make use of and critically
assess different sources of knowledge, and finally, evaluate learning processes and
their outcomes. The students are also required to actively seek knowledge with the
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aim of developing into independent problem solvers, capable of investigation and
intervention.

Due to the small group tutorials that are the basic working form within problem-
based learning, the students are interacting with fellow students and teachers from
the outset. There is a clear emphasis on the development of communication skills
and students are expected to be engaged, talkative and capable and must therefore be
well prepared and contribute to discussions. For some of the students, the learning
process means hard intellectual and emotional work. The overarching aims of the
programme are for students to learn relevant theories and to integrate these into
their identity as Psychologists. It seems that the periods of re-occurring clinical
placements work as a vehicle for integrating the content learning of Psychology
with the learning about their own person.

Gdansk, Poland. The Psychology programme in Gdansk is also conducted over
5 years, but here it is highly structured around traditional lectures, lessons and sem-
inars. For the two first years, all students study a common curriculum, specialising
after the third year in their chosen area of Psychology. The main purpose is to give
students knowledge and practical skills connected with work as psychologists in the
medical service, education and private psychology practices.

Graduates of Psychology are prepared to care for and conduct professional
rehabilitation with persons with sensory and ambulatory disabilities as well as in-
tellectually disabled children, youths and adults. Students also acquire information,
which will be of use in personnel and training departments, advisory companies,
employment agencies and educational centres. In contrast to the emphasis on clini-
cal practice in Psychology at Linkoping, Gdansk is mainly based on working with
the literature, and psychological problems are dealt with by means of theoretical
reflection rather than by practical experiences or interplay between the two. The
first-year students from Gdansk claimed to be enormously interested in clinical and
social Psychology, but changed their minds during their studies. Since the courses
only deal with clinical issues to a limited extent, students do not feel sufficiently
well prepared for this kind of work later on. Consequently, many early career
Psychologists are engaged in various working life areas, especially in management
activities.

Duisburg-Essen, Germany. First-year students here also shared this initial interest
in Psychology. Here, a degree in Psychology means that the graduates can work
as teachers at the secondary-school level although they mostly major in general
Psychology methods or industrial Psychology, and do not focus on clinical or social
Psychology. However, the German students often decide to become Psychology
teachers and acknowledged the social significance of their profession during the
practical training period (after graduation). During the advanced study period, the
main area (besides teaching) is industrial Psychology. This applied research area,
however, is highly method oriented. Consequently, most of the graduates either
envisage a teaching career or involvement in research institutes. The Polish and
German students distance themselves from the idea of their professional role as
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‘social helpers’. Because of the wide range of jobs, students, especially in Gdansk,
seem not to favour only one field of work, although the Psychology of management
and personnel training are both popular.

Oslo, Norway. The programme is initially heavily theoretical and the integration of
theoretical studies and practical/clinical-oriented work does not come until later in
the course. It is largely research based with an emphasis on scientific knowledge.
Students are expexted to acquire general knowledge of the most important theories,
research methods and application of research results to professional work. The
Norwegian students welcome seminars given by external teachers who are seen as
professional role models. This is the reason for a strong demand for better practical
training often expressed at the end of the students’ studies. Social and practical
problem-solving competencies are mentioned as most important because relational
and communicative skills are regarded as essential for good clinical psychologists.
The most oppositional learning conceptions were to be found in a comparison of the
university programmes at Linkdping and Gdansk.

4.1 Emphasising Clinical Psychology

Early career psychologists from Linkoping developed a ‘professional persona’
through reflection on working life experiences. Without self-reflection, conflicting
interests such as client and colleague, client and relatives and client and children
cannot be handled and private and professional lives cannot be balanced. With
respect to the differences between higher education and working life, beginners
clearly welcome the demarcation between work and leisure in their daily routines.
They feel well prepared by their studies to meet the requirements of their jobs. The
learners’ emphasis on the importance of active learning is a possible reflection of the
structure of the problem-based nature of the Swedish programme. Psychology is a
field of study that has a clear orientation towards a professional field, and students’
professional identity building trajectories take a different course of development
compared to students of Political Science, examined later. For example, Hult et al.
(2003) showed that the junior students envisaged identity as a psychologist in
terms of a helper or as a social engineer. These students had a personal interest in
other people and had personal experiences of helping people as their incentive for
undertaking their studies. Students who talked about becoming a psychologist/social
engineer referred to their fascination with the subject and people’s behaviour and
how Psychology could be used to modify behaviour.

Senior students identified with the role of a psychologist as a helper and social
engineer capable of moderating people’s behaviour. Periods of clinical internship
influenced the senior students’ trajectory of professional identity formation. They
describe how it has become necessary to separate the private and the professional
spheres of life, and how the strategy of constructing a kind of professional persona,
comprising elements both from their private personality as well as their professional
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role, is a way of accomplishing this. The strategy encourages them to differentiate
between personal involvement and empathy.

It is important to be involved and empathic, without losing your critical attitude, to be able
to keep a certain distance, even if you are very close. ... It’s in a way a basic condition for
being able to do the job, to feel and to analyse, but also to be able to come home and not be
a psychologist after work.

In the transition to working life, this strategy is even further developed (Abrandt
Dahlgren et al. 2006) when the neophyte psychologists typically work as clini-
cal consultants in hospitals, particularly the psychiatric area involving children,
teenagers and adults, and also in schools. Here, the ability to contribute valuable
reflections to a discussion between the team or between colleagues gives a feeling
of becoming professional. At the individual level, reflection constitutes both a way
of synthesising and understanding the client’s problems and a way of scrutinising
their own thoughts and feelings.

It is important that I dare to be a human being in the encounter with other people, it is not
only about techniques, technical knowledge, facts and methods, but also that I as a human
being allow myself to be moved by the meeting with the clients, and that I use my humanity
to feel, reflect and draw conclusions from the meeting. To develop in my professional role,
it is clear to me that I also need to develop my personal identity.

Nystrom (2008) shows, in her follow-up study of the Linkoping results of the
Journeymen project, how students in Political Science and Psychology construe
their professional trajectories in terms of their envisaged future work as senior
students, and later as early career professionals. Interviews were conducted after 18
and then after 34 months of work life experience. The clear clinical and professional
focus of their university studies seems to have produced a high degree of continuity
between being a senior student to becoming a working psychologist. The newly
graduated psychologists establish themselves quickly in the labour market and
become fully legitimate participants. Six thematic categories were found which
illustrate the graduates’ visions of their professional trajectory in the 3 years since
the first interviews:

* Learning continuously — the graduates see the necessity of maintaining learning
in their professional work, either in a particular professional field to strengthen
their career, or for mere personal reasons and pedagogical interests.

e Establishing oneself — the graduates identify with the workplace and the work
tasks and this implies a stable professional role as well as a stable notion of the
content of the work tasks.

* Mastering a tool box — the focus of the future professional trajectory is on the
learned technical skills or the tool box of accessible methods, which are perceived
as generic and applicable to any specified professional field.

* Fulfilling a commitment — the emphasis is on an articulated visionary purpose,
which derives from a strong commitment to humanitarian motives to ‘make the
world a better place’ or to ‘help people in need’. The professional role or the
relation to a certain professional field is only a means to an end since the focus is
on the commitment itself.
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» Searching for a professional field — views of the professional trajectory as
uncertain are expressed here. The professional knowledge and competence are
described in a broad and generic sense almost like looking to ‘find a field” of
application.

* Changing directions — portrays the view of the professional trajectory as a need
to do something different, either in the same professional field or in a totally
different area.

Nystrom et al. (2008) show that after 3 years of working life experience, a
majority of the graduates have changed direction, and are leaving their professional
community with the aim of further developing their professional identity. They
found that this happens as the early career psychologists seek higher status and
income and also because of the difficulty of coping with the emotional stress and
fatigue of clinical work.

The Norwegian psychologists highly regard the theoretical knowledge they have
acquired during their studies, which they regard as essential for mastering the
professional challenges facing a clinical psychologist. Similar to the experiences
of students from Linkoping, they describe the dilemma of drawing a line between
their helping role as professionals and as private persons. Though working life
offers an apparent separation of private and professional lives in terms of working
hours and leisure time, early career psychologists have problems differentiating
emotionally between these domains. This may partly be connected with the high
level of responsibility they feel in their powerful positions in relationships with
the clients. The main challenge seems to be the development of a professional
distance, a challenge in all professional fields. Additionally, the Oslo students
underline the significance of active participation in the learning processes rather
than mere listening, taking notes and learning by heart. Critical questioning and
application of the knowledge acquired are seen as fundamental conditions for
learning. Retrospectively, the Norwegians value practical education more than the
basic theoretical education of the first 2 years.

4.2 Emphasising Theoretical Psychology

While a professional orientation is obvious amongst early professionals in Scan-
dinavia, it is more difficult to identity this same professional orientation amongst
Polish graduates in their first year of work. From the perspective of most students,
a fundamental critical attitude towards, and a theoretical distance from, reality are
often seen as a main effect of university education. The domains of Psychology are
observed from a theoretical perspective; interestingly enough, clinical Psychology
as a field of application is not included in this view. This does not meet the
expectations of the first-year students who cultivate an image of the psychologist
as a social expert. Quite frequently, young academics avoid clinical Psychology as
a field of professional application and choose to work in the management area and
in adult education. They feel that they do not necessarily have to work in clinical or
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social environments in order to act psychologically and to help other people. In their
eyes, their expert knowledge can be transferred to any field of work. Some students
continue to work regularly in the work places where they worked part time during
their studies, even if this work is not Psychology related.

The Duisburg-Essen graduates make use of their education in primarily two
areas; teaching and applied industrial Psychology such as research and counselling.
Like the Gdansk graduates, they do not envisage clinical professions or jobs
in social counselling. The focus of their studies is predominantly on empirical—
methodological matters such as industrial Psychology. The great interest in social
tasks, which is apparent in the freshmen group, seems to have vanished in their final
year. It seems that during the course of their studies, the majority of students have
had to revise their former image of the psychologist as the good psychiatrist who
is everybody’s helper. As a consequence, they have ceased to consider themselves
as psychologists even though they know that psychologists work in almost every
domain. As a hypothetical explanation, one could draw the conclusion that the
public discourse is more effective than the psychological expert discourse. Students
who are aiming for a teaching career have nevertheless stressed the importance of
social competences as essential to their professional activities. Furthermore, they
refer to the ethical responsibility they have as role models. Thus, the self-image
of most Duisburg-Essen psychologists is that of a teacher, even though they differ
from their colleagues by virtue of their psychological expertise. This self-definition
could hint at an essential identity conflict: since they are not able to mediate
between the public discourse and the expert opinion concerning the characteristics
of psychologists, these novices constantly feel a need for legitimacy. Because they
do not see themselves as psychologists in the traditional way, it does not seem at all
difficult for them to move to other professional fields.

Basically, this is also true of the Polish psychologists. In comparison with the two
Nordic countries, the labour market for psychologists is less delimited and defined
in Germany and Poland. Senior students often stated that they felt insecure about
their future career choice. This might explain why so many decided to enter the
advanced teacher training programme and with the promise of financial security as
a public servant. Jobs in industrial Psychology are rarely chosen despite students’
excellent prior knowledge.

The next section of this chapter focuses on Political Science graduates, who,
unlike Psychology graduates, do not have a clear professional trajectory to work life
from university.

5 Becoming Professional: Political Science Across Four
European Universities

This book is about becoming professional in fields where there are more or less
clear professional roles for the graduates after completing their university studies.
What is then the rationale for the inclusion of Political Science, which does not have
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a defined professional role, although students after graduation take on professional
roles in various sectors of working life? Becoming professional as the result of a
liberal arts study is a different process compared to Psychology, medicine, teaching
or nursing, and provides yet another perspective on the relationship between higher
education and working life. Social, economic and political conditions are important
for the evaluation of the professional development of beginning professionals
particularly as there is a lack of emphasis on professional qualifications. In the
following, I briefly describe the structure of the educational programme in Political
Science across the four universities participating in the Journeymen project.

Linkoping. Political Science and Economics in Linkoping provide students with
a broad knowledge of the social sciences and include international politics, in-
stitutional theory and scientific conflicts. A critical approach to various political
and economic theories is emphasised in the 4-year course, which is organised
around conventional lectures, seminars and supervision of the main thesis. Students
choose to study Political Science as a separate subject for 2 years or as a Master’s
degree for 2 years. First-year students described their aims of studying Political
Science, as a personal education project and to receive a broad education. Johansson
et al. (2008) examined the ways in which junior and senior students in Political
Science experience their studies and envisage their future working life. In this study,
they pointed to the dual nature of knowledge in the discipline. On the one hand,
they focused on factual knowledge about different political systems, and on the
other hand, on comparisons and critical analyses of political ideologies. However,
the critical element for students’ engagement with learning from this example is
the affinity they felt for the personal education project. In this instance, students
experienced an element of autonomy created through choice. The project enabled
them to reflect on their own key interests and learning goals and explore them in a
way that was personally meaningful.

These two faces of Political Science (factual knowledge and critical analyses of
political ideologies) as a discipline shape a heterogeneous and sequential learning
trajectory for the students. In the early stages of study, conveying basic descriptive
knowledge about political systems and theories takes precedence through a cycle of
lectures, independent studies and seminars. Later, developing the students’ abilities
to investigate, analyse and compare different political systems becomes more
significant. This latter stage involves independent thesis work under supervision.
Contact with teachers is less prominent in the initial phase of the programme and the
students feel more anonymous as first-year students than they do as senior students.
Furthermore, there seems to be a lack of contextualisation and meta-reflection
because the emphasis is on politics rather than immersion in politics. Johansson
etal.’s (2008) study shows that the change from the descriptive to the analytic aspect
of knowledge in Political Science also seems to bring with it a changed student—
teacher relationship. Over the course of the programme, the teacher changes from
being a lecturer or seminar leader to that of a supervisor, engaged in close dialogue
with the individual students about their thesis projects. Writing the thesis provides
opportunities for students to focus on a particular issue and the students apply both
theories and research methods developed in Political Science. The thesis can be
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seen as a turning point for the students, demanding they engage actively in the
construction of the learning task constituted by the thesis work.

Gdansk. Here, political studies can also be described as liberal with a humanistic
profile. The main purpose of political studies is to offer the students practical
skills connected with professional work in national administration, self-government
council organisations, political parties, economic and social organisations, educa-
tion and international institutions. The emphasis is on providing general political
knowledge as well as theoretical and practical specialisation knowledge. However,
the graduates from Gdansk tell a different story with a majority of them working in
the private sector. There is a strong contradiction between the idealised view of the
profession mentioned by many senior students and the real labour market situation.
Indeed, it seems as if knowledge and competence acquisition at university were
irrelevant to the subsequent professional working life.

In Duisburg-Essen, the study of Political Science is embedded in the broader
disciplinary theme of Social Science. The aim of Political Science is to provide
fundamental knowledge in research perspectives and methods generally, and more
specifically in the research methods of Social Science. Another aim is to qualify
students for employment. This latter aim is reflected in the organisation of the
curriculum through practice-seminars in different enterprises or in the public sector.

Oslo. This is a liberal programme with a heavy emphasis on developing aca-
demically oriented independence and analytical skills. The fundamental course in
Political Science aims to provide a general introduction to the four major areas
of political theory: international politics, comparative politics, public politics and
administration and research methods and statistics. The expected profile of com-
petence is related to the emphasis placed on independent academic understanding,
scientific analysis and the capacity for systematic argumentation. In the latter part
of the programme, the students can specialise in a chosen area. A glance at the Oslo
graduates reveals that they have found work in sectors related to the content of their
studies. About halfthe graduates work in public administration, are employed in
journalism and the media and only one graduate works in the private sector. Thus,
their professional work corresponds to the content of studies and the skills acquired
at university.

6 Working Professionals

Early career professionals particularly value social and communicative competence
and positive self-portrayal and assimilation in social contexts. Furthermore, organ-
isational skills, flexibility and loyalty are regarded as essential for work in compa-
nies. Specialised knowledge, on the contrary, seems to be subordinate to the above
mentioned skills. This appreciation of practical key qualifications is particularly
surprising since the Gdansk curriculum generally marginalises practical application.
It is tempting to regard this distinctive feature as a paradox: the Gdansk students try
to understand and discuss current politics without any real participation in politics.
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Like the Swedish and Norwegian first-year students, the students from Duisburg-
Essen mention the significance of Political Science in democratic beliefs and values.
Most students describe their function as that of mediators between politics and
citizens. In Duisburg-Essen, an important aim is to give fundamental knowledge
in the technique of scientific work with emphasis on the methods of Social Science.
Having gained an insight into complex interrelations between Political Science
and current affairs, the graduates feel that they have been selected to hand their
expert knowledge on to others. This mirrors their intensive professional identifi-
cation. Moreover, the frequently emphasised appreciation of critical analytical and
communicative competencies, are also intended to fulfil such a mediating function.
Even though the German students are convinced that they have primarily acquired
theoretical knowledge, it is very difficult for them to find a job where they can apply
their knowledge and study-related competencies. Many graduates from Duisburg-
Essen are either overqualified for their current jobs or are employed in sectors with
little topical relevance to their studies. Most are looking for a more appropriate job.

In Linkdping, the first-year students paradoxically display a more concrete idea
of their scientific discipline than their older fellow students (although they still
feel insecure about future fields of work), whereas the graduates in Duisburg-
Essen claim to have acknowledged the significance of Political Science only at
the end of their studies. While writing their Masters’ thesis, the Swedish seniors
start to identify with political scientists from the media. This turning away from
academic role models marks the end of a development from an idealistic to a
realistic understanding of Political Science if one bears in mind that for the first-
year students, cooperation, democratic values and idealistic attitudes were most
important. Johansson et al. (2008) showed that the first-year students in Linkoping
envisaged a somewhat idealistic professional role as political scientists, being
watchdogs for democracy and global justice as the most important features. Students
in the latter part of their studies reported a more realistic view, identifying an
emerging identity as investigators and civil servants and an appreciation of the parts
of the studies that enhance their generic skills.

Political Science is about critical thinking, analytical skills and thinking abstractly, having
a sceptical attitude and being analytical. I think they’re the two most important views of it
(Political Science): thinking abstractly and objectively as far as possible.

Abrandt Dahlgren et al. (2006) showed in a longitudinal study of the same group
of informants that a new role and professional identity of the political scientist as a
negotiator and a mediator crystallises after the first year of working life experience.
The graduates were found in a variety of different work contexts within the public
sector. These include municipal administration, social welfare administration and
the national migration authority, but there were also a few working in private
companies. The graduates employed within the public sector reported an increasing
awareness of the responsibility involved in being the advocates of the individual
citizen. When describing this new role and identity, they generally pointed to
generic skills, both when asked what kind of knowledge they acquired through
their education and what was required in their present work. This also constitutes
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the answer to the more general question about the knowledge required to be
recognised as a good political scientist. The labour market beginners at the end
of this development would rather define themselves as empirical investigators and
evaluators. Those who are employed in the public sector identify most strongly
with the role of the political scientist. Often, however, they feel intellectually
unchallenged at work. Employees in the private sector claim not to identify with
the professional conception of political scientists. The study by Nystrom et al.
(2008) confirms the picture of the graduates from Political Science leaving their
studies searching for a professional field and an unclear picture of their professional
trajectory. After 3 years, most are employed and have transformed their general
knowledge to accommodate specific areas of work. Many of them envisage at this
point an insider trajectory in their professional field; the majority emphasise the need
for continuous learning in their field or profession, which Nystrom et al. interpret
as a form of renegotiation of their identities as members of a community of practice
through lifelong learning.

7 Conclusion

In this chapter, I have illustrated the process of becoming a professional through the
transition from higher education to working life, based on students’ experiences of
participating in educational progammes with either a strong professional focus or a
classical liberal arts focus. The dominating pattern of becoming a professional when
we compare the results between the four European universities participating in the
Journeymen project is that professional preparation in higher education, as well as
classical liberal arts studies, seems to produce a process where the identification
with a professional role seems to be accomplished during the later, sometimes
applied, parts of the studies. Common across three universities is the sequential
rather than integrated structure of disciplinary and professional knowledge. The
Swedish Psychology programme is different in that it integrates theory and practice
and thereby the early start of professional identification and becoming.

Psychology varies between countries from classical liberal arts in Poland to
a professional programme in Sweden, where the students also develop a clear
professional identity during the course of their studies. In Norway, Psychology
appears to have been modelled on the idea that theory should precede application.
Problem-based learning is the feature of Link&ping Psychology and stands out
as giving students a fairly clear identity as clinical psychologists. In addition
to comprising periods of practical experience of the profession, there is explicit
reference to significant features of the professional role as a psychologist. The
Oslo students resemble the Linkoping students although their identity as clinical
psychologists is somewhat weaker. Gdansk Psychology is more similar to a classical
liberal arts programme and this is perhaps why students consider working in many
different sectors of the labour market. Their role models, thus, vary and consist of,
for example, organisational consultants as well as teachers.
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The students in Political Science in all four countries display a weak professional
identity at the end of their studies. They may have come across role models apart
from their own teachers, as in Oslo where prominent representatives of Political
Science are invited to talk to the students. The Linkdping students also find role
models among political scientists who appear frequently in the media. When it
comes to learning in more applied contexts, the Oslo students emphasise their
assignments, whereas the Link&ping students state that the work on their Master’s
thesis during the last year of their studies is what really brings about a change in their
understanding of what Political Science is all about. Furthermore, for the political
scientists, a highlighted issue concerns the distinction between public and private
sectors of employment of graduates. Not surprisingly, this field of study seems to be
marked by greater diversity and often paradoxical relations between expectations,
education and work.

A major aim of the Bologna process is that students who leave each of the
three cycles of education — Bachelor, Master and Doctor — should be employable.
Employability calls for a number of qualifications where a set of generic skills
such as communication, cooperation, as well as problem management, is essential.
Moreover, it could be claimed that the kind of practical experience that prepares
students for contextualising their general knowledge in different environments
might be a way of preparing them for their entry into working life. The Linkoping
students are obviously employable in their relatively narrow and well-defined labour
market. The Gdansk psychologists are likewise obviously employable, but in a less
restricted labour market. This may be indicative of the value for employability of
classical academic generic skills such as analytical and critical thinking.

What I have suggested here, based on an extensive research programme, is that
the perspectives of knowledge and learning embedded in professional education
programmes have an impact on how students perceive their professional futures.
Professional identity formation is affected by whether students view the content
of their educational programmes as directly relevant to their future working life
or merely content required for graduation (Abrandt Dahlgren et al. 2006). I also
suggest that professional becoming transcends the boundaries of the educational
context as well as the boundaries of the working life context. The process can be
seen as part of the learner’s life trajectory and involves the personal and private
life spheres in a non-linear development of professional identity. Thus, professional
identity construction can be understood as partly located in academia, and partly
between academic institutions, working life experience, individual life strategies
and socio-political contexts.
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Chapter 5
Becoming Authentic Professionals: Learning
for Authenticity

Thuy T. Vu and Gloria Dall’Alba

1 Introduction

In the face of a changing and ‘supercomplex’ world, in which alternative frame-
works for interpreting the world seem irreconcilable (Barnett 2004), the question of
how best to prepare professionals who can move forward into an uncertain future
is being debated (for example, Barnett 2004; Coulehan 2005; Dall’ Alba 2009;
Darling-Hammond and Bransford 2005). These debates have taken on a renewed
urgency, as they are occurring in a context in which education is seen as playing a
key role in equipping the workforce and contributing to productivity in countries
around the globe. Educating for the professions has a particular part to play in
contributing to the development of societies, due to the range of valued products
and services that professionals provide. While professional education is attracting
increasing attention, there are differing perspectives on what aspiring professionals
should learn in preparing for work and life beyond formal education, and under
which conditions this learning best occurs.

In order to prepare professionals for a changing and uncertain world, one of the
approaches being adopted is the promotion of authentic learning, in which efforts are
made to familiarise students with some of the challenges they are likely to encounter
in their chosen professions. Although the concept of authentic learning is not new, its
practice is often not clearly defined (Herrington and Herrington 2005; Hoban 2005).
Conventionally, authentic learning has been equated with ‘learning in contexts that
promote real-life applications of knowledge’ (Rule 2006, p. 1; see also Herrington
and Herrington 2005). This conceptualisation of authentic learning leads to a focus
on designing real-life tasks (Rule 2006) and/or creating ‘a physical environment
which reflects the way the knowledge will be used’ (Herrington and Herrington
2005, p. 4). Learning is then seen to occur as a result of students participating in
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situations such as solving real-life problems, collaborating with peers to achieve
learning outcomes or presenting and defending their work. An associated risk,
however, is that a focus on the design of real-life tasks or learning environments
can deflect attention from the learning that takes place.

This conventional understanding of authentic learning has promoted an im-
porting of tasks that are similar to activities in which professionals engage into
professional education programmes. Through importing these tasks, it is expected
that students will learn to carry out activities necessary to professional practice so
they are better prepared when entering the professions. While efforts to prepare
students for work and life beyond professional education are to be encouraged, such
a conceptualisation of authenticity is too narrow and limited. While authenticity
inherently has a ‘real-life’ quality, we argue that it means much more than this.
Authenticity in learning need not be an attribute of tasks or learning environments,
but, rather, is a quality of educational processes that engage students in becoming
more fully human.

This broadened concept of authenticity is consistent with a reconceptualised
notion of learning as integration of knowing, acting and being during a process in
which ways of being are developed for particular social practices, such as ways of
being teachers, nurses and medical practitioners (Dall’ Alba 2005, 2009; Dall’ Alba
and Barnacle 2007). This notion of learning incorporates not only epistemology —
what students are expected to know and be able to do — but also ontology — who
students are becoming or, in other words, learning to be. Students construct and
shape what they know and can do in a process of becoming. For example, teacher
trainees not only learn about what teaching involves and how to act as teachers, they
also become teachers. Below, we argue that this ontological dimension is central to
authentic learning or, in other words, learning for authenticity, which can continue
throughout life. We draw on Martin Heidegger’s concepts of being-in-the-world
and authenticity in considering such a broadened perspective on authentic learning.
We then discuss implications of learning for authenticity that have relevance in
professional education programmes.

2 Being-in-the-World

In Being and Time, Heidegger (1962) explored the being of human and nonhuman
beings. For Heidegger, being is not simply one quality among others that belongs to
entities such as spatiality or intelligence (Heidegger 1962, pp. 82-94). Instead, being
is the source, the ground and the power of entities (Heidegger 1959, p. 2). According
to Heidegger, it is our understanding of being that distinguishes human beings from
other beings. Understanding in this ontological sense involves understanding how
we are to be even if we do not always face up to this understanding in living our
lives (Heidegger 1962, pp. 182—-190).

The being of human beings differentiates us, then, through the ways in which we
attend to the world, carry out our activities and form our lives. As we go about our
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everyday activities, we are always already embedded in and intertwined with our
world so that, according to Heidegger (1962, p. 81), our mode of being is being-
in-the-world. Our entwinement with others and things is not incidental, but central
to who we are as human beings. We do not simply exist in a ‘side-by-side’ state
with things and other people, but people and things have meaning for us in a web of
meaningful interactions with them. For example, if we participate in a meeting with
colleagues at work, we are all intertwined through our discussions and in ongoing
interactions. During these interactions, we are also intertwined with things in the
workplace such as computers, pens, paper and other instruments we use in carrying
out our work. To some extent, due to our involvement in the world, our life is not
entirely ours in the sense that others and things play a part, too. Together with others
and things, we form the world. In this sense, being does not reside in individual
human beings or things. Being is relational; it is being-in-the-world.

Our entwinement with the world points to our mode of being-in-the-world as
being-amidst or inhabiting the world. Hubert Dreyfus (1991, p. 45) described this
mode of being by saying that ‘when we inhabit something, it is no longer an object
for us but becomes part of us and pervades our relation to other objects in the world.
This way of being-in is dwelling.” Dwelling in the world, our life is lived there; the
world is the ‘home’ for our everyday activities and interactions.

While the world is our home, it also transcends us. It was there before we were
born and will be there after we die. As we did not initiate it, conformity to social
conventions is a condition of our participation in the world (Dreyfus 1991, p. 95).
We do what makes sense according to accepted norms. We become one with the
masses. Every one of us is doing what everyone else is doing, more or less in the
same manner. However, for Heidegger, while conformity to social conventions is
necessary, it can be troublesome. This is because we tend to take things for granted
and accept them as they are, without calling them into question. In this way, we
may not be open to exploring other possibilities, including renewing usual ways
of perceiving and doing things. We ‘fall’ into the world and become ‘lost’ in it
(Heidegger 1962, p. 220).

As we all exist ‘in the womb of externalised and public existence’ (Barrett 1964,
p- 196), most of the time we fall in with a crowd and carry out our activities in a
public way. However, the web of interactions with others and things in our world
opens a range of other possibilities to us. This is because human beings are also self-
determining. Stephen Mulhall (2005, p. 15) clarified this self-determining aspect, as
follows: ‘for [human beings], living just is ceaselessly taking a stand on who one is
and on what is essential about one’s being, a being defined by that stand.” In other
words, being is an issue for us. We are interested in making our own way in the
world: this is the way [ do it, this is what I perceive it to be. Indeed, we are a life to
live (Blattner 2006, p. 36).

In sum, our meaningful involvement in the world is central to us, as human
beings. Our being is being with others, being amidst the world we share with
others and things, a world in which we dwell and make our home. Our existence
is conditional upon everyday understanding of how we go on in the world in
a public way. For this reason, falling in with a crowd is part of how we live
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our lives. However, if we simply follow the public way at all times, there will
be no space for creativity and advancement. Therefore, we must resist falling in
with a crowd completely. At times, we must call things into question, engage in
renewal and explore other possibilities. This paradox of falling in with a crowd and
resisting this falling is highlighted through Heidegger’s concepts of inauthenticity
and authenticity, which we explore below.

3 Authenticity

For Heidegger (1962, p. 68), being human includes inauthenticity and authenticity.
When we simply fall in with a crowd, thinking and acting as others do, we are
operating in a mode of inauthenticity. For example, if we buy a product that is sought
after or go to a popular venue simply because this is what everyone else around us
is doing, then we are being inauthentic. When we, instead, take responsibility for
the way we live our lives, even in living a choiceless choice such as our own death,
we are in the mode of authenticity. As we are a life to live and our life is lived in the
world, living involves both taking responsibility for who we are and falling in with
the public. In other words, we operate in both authentic and inauthentic modes.

For human beings, being inauthentic is our ‘default’ mode. For most of the time,
we go about the world and carry out our activities in a public manner because we
are familiar with this way of operating and it is convenient to adopt it. For instance,
we typically greet people we meet in conventional ways, we use available forms of
travel and we work in established ways and places. While inauthenticity is our usual
mode of being, as human beings, we are confronted with the call to be authentic.
Magda King speaks of authenticity and inauthenticity as ‘owned and disowned
existence, or of being one’s own self and of being a disowned self’ (2001, p. 40). In
other words, we can freely take responsibility for our own being or ‘disown’ the self
and simply become lost to the world. The call to authenticity, then, functions ‘not to
tell us what we are to do, but how we are to be’ (2001, p. 164). More specifically,
we are called to take responsibility for our own thoughts, our deeds and for being
ourselves.

Becoming authentic does not simply occur incidentally, then, but through con-
tinually striving to take responsibility for who we are in the way we act. This does
not involve acting in accordance with an already determined ‘true self’, however.
Although becoming authentic needs to be considered as human achievement, it is
never achieved once and for all, nor is there a single ‘gold standard’ of authenticity
against which we can appraise our efforts. Authenticity arises from our involvement
in the world based on our everyday understanding of that world, awareness of
being and continual efforts in striving to be authentic. These features of becoming
authentic are elaborated below.

Becoming authentic arises from our involvement with others and things in our
world, or from being-in-the-world. As we go about our activities, two things might
happen. First, the context for our activities may change such that something breaks
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down such as when the equipment we use at work is broken or missing, which
prevents us from carrying out our activities in the usual manner. Second, we may
feel uncomfortable with some aspects of the familiar routines for carrying out our
activities such as when we glimpse a more efficient or ethical way of proceeding.
Either the changes in our circumstances or the discomfort with our routines may
force us to explore other possibilities. Either by chance or by choice, we are
confronted with the call to be authentic.

However, the possibilities that are open to us are not limitless. Through our
engagement with people and things in the world, we form our surroundings while
also being formed by them. More specifically, we form and are formed by the
activities we pursue, the people with whom we interact, available conditions for
carrying out our activities and the social institutions of which we are a part (Berger
and Luckman 1966; Dreyfus 1991; Inwood 2000; Thomson 2001). Within this space
of manoeuvres, our possible ways of being are realised. We work out what we can
be — what is possible and desirable — within the particular context where our life
is lived. In other words, we negotiate ‘possible selves’. Through our involvement
in the world, we can hear and respond to the call to become authentic. We take
responsibility for who we are in the way we interact with people and things. In this
way, we can participate more fully in the world.

In working out and realising our possibilities, we draw on our everyday
understanding of the world and our expectations of the possibilities open to us. Our
everyday understanding of the world involves understanding who we are, what we
do and how we go about in the world. This understanding projects our possibilities.
For example, when we plan a lecture or tutorial, we draw upon our understanding
of who we are as teachers and what it means to teach, as well as upon the approach
we tend to adopt in teaching a lecture or tutorial. In addition, we have expectations
about the constraints operating such as the time period and resources available, as
well as ideas about what is possible and desirable to teach in the class. In the light of
the possibilities open to us, we work out our own way of proceeding that contributes
to a pattern for our activities as well as for our life (Golomb 1995, p. 98). We either
go along with the way the lecture or tutorial is usually taught, for instance, or we
adopt an alternative approach after thoughtfully and critically considering what is
appropriate for this class in this course in the present context. We become authentic
by taking responsibility for our own way of being and life pattern, even if this means
choosing to fall in with common ways of operating.

In this sense, authenticity is not dichotomous to inauthenticity, nor does au-
thenticity negate inauthenticity (Heidegger 1962, p. 68). In becoming authentic,
inauthenticity provides a background for our activities and contributes to forming
them. In other words, we realise our own possibilities by means of our public
existence. As Jacob Golomb (1995) expressed it, inauthenticity functions as a
horizon upon which our possible ways of being are defined ‘vis-a-vis what are not
genuinely [ours]” (p. 98). Only through interactions with other people and things
can we form and shape who we are becoming — both as persons and professionals.

The interdependent relation between inauthenticity and authenticity highlights
that, as human beings, our lives move back and forth between inauthenticity and
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authenticity. We learn to operate in ways in common with others, while at the same
time we instantiate our own ways of operating. I am one with the public, as well as
simultaneously my own self. According to Golomb (1995, p. 112), authenticity calls
and inauthenticity is called upon. Dwelling in public ways of operating, we strive to
act and be ourselves by calling things into question, challenging public assumptions
and renewing our usual ways of perceiving and doing things. In order to hear and
respond to the call to be authentic, we should not take things for granted and simply
fall in with a crowd. In other words, we should be, as we can be, aware of our being.
In leading a life, we can take a stand on who we are through the ways in which we
act. In short, we cannot become authentic without attending to our ways of being
and acting to define who we are in what we stand for.

It follows that becoming authentic has both social and personal dimensions.
Becoming authentic arises from, and is informed by, public knowledge or ways
of operating, while at the same time personal efforts are needed in working out
possibilities and calling into question usual ways of operating (Schmidt 1996). As
we strive to be our own authentic selves, the past and future are brought together
in that the past contributes to shaping the future. We are historically and temporally
projected towards possibilities or, in other words, towards our future. Only in the
mode of being authentic can we make a difference to our future and, in a broader
sense, to our world. For this reason, becoming authentic matters to us as it enables
us to be more fully human.

Given we become authentic through attending to our ways of being such that
we act to define who we are through what we stand for, becoming authentic is
intertwined with our everyday activities (Dreyfus 1991, p. 322). In other words,
we are constantly faced with taking responsibility for our own actions or simply
following the public. As Golomb argued, ‘one cannot become authentic as an ontic
entity [defined by characteristics] among entities, as a static being, but only as
asking, searching, Becoming’ (1995, p. 96). As we do not become authentic only by
chance, we can become authentic by choice, such as when we take responsibility
for shaping our lives by challenging assumptions and renewing routinised ways
of understanding or doing things. Given that becoming authentic needs constant
effort (Dreyfus 1991, p. 236), there are implications of authenticity for education,
in general, and for professional education, in particular.

4 Implications of Authenticity for Professional Education

In this section, we outline several broad implications for professional education that
can be drawn from the discussion on authenticity above. Professional education
programmes can promote authenticity in a number of ways. First, as being human
includes a call to authenticity, space and opportunities are needed throughout
professional education for encouraging students to respond to this call. Enabling this
to happen requires a shift in the focus of many professional education programmes
from acquisition and application of knowledge and skills to integration of knowing,
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acting and being (Dall’ Alba 2009). Such a shift in focus may entail restructuring
professional education policy and practices. Epistemology — what students are
expected to know and be able to do — should be integrated with, and in the service
of, ontology — who students are becoming (Dall’ Alba 2005, 2009). Knowledge and
skills are then not seen as ends in themselves but, rather, as part of a process of
enabling students to form and establish themselves in the world in relevant and
responsible ways. This broader goal can then be used to guide educational processes
to enhance student learning towards becoming authentic professionals.

Second, the interdependence of inauthenticity and authenticity underlines the
need for students in professional programmes to be thoughtfully introduced to
public knowledge and ways of operating, while also developing their capacities for
critically interrogating and taking a stand on what they learn. These students not
only need to learn knowledge and skills that are relevant to professional practice, but
they also need to critically assess them in a way that relates to their development as
professionals. Achieving a balance between being introduced to public knowledge
and developing capacities for learning in the process of becoming professionals
is crucial to preparation for skilled professional practice and learning throughout
life, especially in a changing and uncertain world. Achieving this balance requires
that students continually reflect on professional practice, while responding to
opportunities for developing their ways of being authentic professionals.

Third, as becoming authentic is intertwined with involvement in the world,
there is a need to attend to everyday being in the world in professional education
programmes. In other words, a challenge for professional education is to attend to
ways in which students interact with others and things around them. Constructive
interactions with peers, teaching staff and others can contribute to developing
students’ understandings and can challenge them to take responsibility for forming
their own perspectives through this wider exposure. This process has the potential
to extend their possibilities for being professionals, including being with others and
dwelling in our shared world in ways that contribute to an improved future.

Fourth, the centrality of awareness of being for authenticity points to the need to
raise with students periodically the question of who they are becoming and what it
means to become skilful, authentic professionals in relevant and responsible ways
(Dall’Alba and Sandberg 2006; Dall’ Alba and Barnacle 2007). Developing such
awareness of being and becoming cannot be assumed to occur simply through
gaining knowledge and skills used in professional practice. Students should be
encouraged progressively to take a critical stand on responsible ways of being
the professionals they seek to be, and to construct their knowledge and skills
accordingly.

Fifth, as becoming authentic is an open-ended process, there is a need for learning
opportunities in professional education programmes to extend beyond designated
learning environments and activities in embracing students’ past and future. Taking
learning seriously means we have to take learners seriously (Shulman 1999).
Students’ prior experiences and perspectives need to be explored and respected,
while they also provide a learning resource in requiring students regularly to take a
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critical stand on who they are becoming. In this way, students can be encouraged to
take responsibility for becoming authentic professionals.

Responding to the call to become authentic professionals can be supported
through facilitating the questioning of assumptions and routinised practices, includ-
ing their own. Students need to be assisted in seeing the familiar in an unfamiliar
light and to engage in renewal in a ‘journey of becoming other’ (Scanlon, Chap. 2).
For example, aspiring medical practitioners will need to be challenged to consider
the practice of medicine in new and unfamiliar ways as a means of extending
their possibilities for being medical practitioners. Through challenge and support in
embarking on a journey of ‘asking [what one stands for], searching [for possibilities
for being] and Becoming [who one endeavours to be]’, students are provided with a
basis from which to become professionals who strive to be authentic.

5 Directions for Curriculum, Pedagogy and Assessment

In line with the implications of authenticity for professional education outlined
above, we now propose directions for the design of curricula, pedagogy and
assessment that promote learning to become authentic professionals. The directions
outlined here are intended as broad guidelines, which would require careful
thought and discussion to ensure they are appropriately incorporated into specific
professional education programmes.

These proposed directions require a conceptual framework for the curriculum,
which articulates what it means to become skilful professionals who strive for
authenticity and also how this process of becoming can be advanced through
professional education. This conceptual framework would be based upon a rationale
about the need to attend to responsibility for who students are becoming and what
they are learning as aspiring professionals, as likely challenges to such an initiative.
In addition, procedures and practices that support this process of learning and
becoming would need to be outlined. In this way, both epistemology and ontology
can be explicitly incorporated into the framework for, and design of, curricula. Given
there is no single ‘gold standard’ of authenticity, such a conceptual framework is
crucial for directing teachers’ and students’ awareness to who students are becoming
as professionals and what this process involves. In this section, and the chapter as a
whole, we seek to contribute to identifying key features to be addressed within such
a conceptual framework.

A conceptual framework on educating for authenticity can guide the design of
specific professional education programmes in ways that ensure integrity and con-
sistency throughout the entire programmes. As becoming authentic is a continuous
process, integrity and consistency in the curriculum enables students to build on
their past learning experiences towards striving to be authentic professionals. Not
only is such a conceptual framework central to professional education programmes
that promote authenticity, but also to designing the various courses that make
up these programmes. This framework can provide direction in shaping learning
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objectives for courses, a range of teaching and learning activities, course content
and assessment to ensure they are aligned in coherent and purposeful ways. The
educational research literature has stressed the importance of such alignment for
directing students’ efforts towards appropriate learning (for example, see Sutton
1992; Biggs 2003; Cowan 2007).

Integrity and consistency in curriculum design will have greatest effect if they
are clearly communicated in ways the students understand. This includes clarity
about the alignment of learning objectives, procedures for learning tasks and expec-
tations about performance. Adequate preparation, including clarifying objectives,
procedures and expectations throughout educational programmes, is necessary to
enhancing student learning for both personal and professional development (Vu and
Dall’ Alba 2007). While such clarity is essential, care is also needed in allowing for
students’ diverse perspectives.

As becoming authentic is intertwined with our everyday activities, maintaining
students’ engagement in learning opportunities is critical. The curriculum can
engage students in learning in various ways such as through incorporating examples
from the world beyond formal education with which students can interact, and
work scenarios and ordinary practices of the profession, where relevant (Brown
et al. 1989; Herrington and Herrington 2005). Learning activities such as these
enable students to learn in concrete situations that are directed to professional
practice. As well, they also bring students into contact with established knowledge
and procedures within their targeted profession and encourage them to attend to
being-in-the-world of professional practice. Activities such as these can create
opportunities for learning to become skilful professionals in ways that contribute
to ongoing professional development. Learning that is directed to questions of
relevance to professional practice is likely to be perceived as meaningful and
relevant by students, so their engagement in learning is promoted.

Together with directing the curriculum to questions of relevance to professional
practice, the issue of who students are becoming needs to be raised with them on
a regular basis, as appropriate. Given that awareness of being and efforts to take
responsibility for our own selves are central to authenticity, there is a need for
space in the curriculum to increase students’ awareness of who they are becoming.
Students will require challenge and support in becoming authentic professionals.
They need to be encouraged to explore new perspectives, draw on their knowledge
and experience, and take a critical stand on who they are becoming. In this way,
professional education can engage students in responding to the call to be authentic.

It follows that curricula promoting learning that is directed to becoming authentic
professionals are likely to entail a transformation in pedagogy. The teacher’s
role transforms from transmission of knowledge and skills in the form of facts,
figures and techniques to facilitating learning, creating opportunities for students
to become skilful professionals and fostering authentic action. For this to happen,
the pedagogical focus needs to be less on delivering lectures and more on dialogic
teaching and learning. Teaching and learning that occur through dialogue, open
questions and discussion can enable students to construct their understanding about
what they stand for, as well as encouraging them to reflect on their learning
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experiences in developing as professionals. Through such interactions, the teacher
gains a window into students’ understanding and learning processes and, thus, is in a
better position to intervene accordingly (Brock 2001). Opportunities for students to
interact with others can also facilitate mutual understanding and trust that pave the
way for collaborative learning with peers. During interactions, students can form
and develop their own perspectives by differentiating what are, and what are not,
their own points of view. However, interaction with others can also be potentially
distracting, giving rise to conflicts and causing tension among students. In order
for students to learn from interactions and resolve potential conflicts or tension, the
teacher should sensitively handle discussions surrounding these interactions to focus
student learning (Vu and Dall’ Alba 2007).

As becoming authentic involves taking responsibility and working out possibil-
ities, promoting learning for authenticity requires openness to personal differences
and unexpected outcomes. A degree of flexibility is needed where students can
negotiate some topics of interest, as well as the approach they adopt towards
these topics. Such flexibility in completing learning activities is likely to encourage
students to think for themselves and take responsibility for their learning, although
some students may also experience this openness as unsettling. This challenge high-
lights the role of teachers in providing timely intervention, appropriate supervision
and support for student learning.

Acknowledging that becoming authentic is challenging and can sometimes be
unsettling for students, the teacher needs to be both flexible and supportive. It
is likely that, in some situations, both teachers and students may have to act
outside their familiar comfort zones. On the one hand, this can extend learning
opportunities for students; on the other hand, it can be personally and intellectually
challenging for both teachers and students. Being aware of situations that can
entail risk, as well as being open to possibilities and personal differences among
students are ways in which the teacher can support students in responding to
such challenges. Additionally, a safe learning environment needs to be created in
which students are encouraged to approach teaching and learning activities from
new perspectives and consider alternatives to established traditions and routines.
Through encouraging students to explore other possibilities for being professionals
and creating opportunities to do so, the teacher can support students in striving to
be authentic.

As becoming authentic has both social and personal dimensions, it is important
that the design of learning opportunities incorporates both these dimensions. This
requires space and opportunities during educational processes in which students
can form their own perspectives, while also collaborating with peers and others
to diversify their ideas and strategies in ways that broaden their possibilities for
being professionals. Collaboration can also provide timely, meaningful and relevant
feedback, as well as support and assistance that are sources of learning, while
at the same time facilitating the formation of professional networks for future
careers. Given that participating in a learning community can enhance learning
in powerful ways (Johnson and Johnson 1990), promoting the formation of such
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a community during professional education encourages students to communicate
freely and enrich their learning experiences beyond the classroom.

In line with a shift in focus from acquisition and application of knowledge and
skills to integration of knowing, acting and being professionals (Dall’ Alba 2009),
assessment practices should aim to assess the extent to which students integrate their
knowing and acting with who they are becoming. This form of assessment extends
beyond completion of tasks that assess performance to embrace processes in which
students are encouraged to form, articulate and justify their own stand on relevant
professional issues and practices, including among their peers. Involvement in such
assessment practices can thereby provide students with opportunities to synthesise
and demonstrate what it means to become skilful professionals in relevant and
responsible ways. Assessment is, then, not an end in itself, but, rather, an opportunity
for students to learn and to reflect on their learning in ways that can enhance their
learning and future development towards authenticity.

Although assessment also has a grading and certifying purpose, it is important
that the design of assessment emphasises learning rather than grades. To achieve
this, progressive assessment with detailed feedback and initially low weightings
can allow for learning without heavy penalty. Assessment for authenticity can
encourage students to take their learning forward by interrelating assessment,
professional development and the world of work. Assessment tasks need to sample
activities relating to the world of professionals beyond formal education (Wiggins
1989; Darling-Hammond and Snyder 2000), require students to demonstrate how
their practices have been informed by their learning (Ridley and Stern 1998) and
provide opportunities for students to challenge outdated ideas, public assumptions,
and routinised practices, including their own. Assessment can thereby encourage
students not to take things for granted, but to form and articulate the stands they
take on relevant issues and practices. In this way, assessment can contribute to
increasing students’ awareness of who they are becoming and to promoting learning
for authenticity. When assessment is relevant to the professional world as well as to
student learning and professional development, it is likely that students will take it
seriously for their learning, not just for the sake of obtaining grades or a certificate
of completed work.

As becoming authentic places heightened emphasis on how we are to be, rather
than what we are to do, assessment needs to be integrated with learning activities in
a way that ensures students’ continual efforts towards taking responsibility for who
they are becoming. John Cowan (2007) proposed that integrating assessment with
learning tasks enhances learning in that through this integration, students can direct
their efforts towards appropriate learning. In addition, when assessment is integrated
with learning tasks, it can be used in providing ongoing and meaningful feedback to
feed forward student learning (Lambert and Lines 2000).
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