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Abstract. The article presents a theoretical discourse of academic staff’s didactic practices
with a particular emphasis on importance of conceptualisation of their didactic practices in
the professionalisation context. The authors analyse the essence of didactic practice
conceptualisation studies and their contribution to the professionalisation process, disclose
the interrelations of conceptualisation of didactic practices and lecturers’ professional
behaviour, their role-playing and models of didactic practices, that are oriented to the study
process organisation, planning programmes, modules and classes, a search of information
transmittal forms, the use of advanced teaching methods, as well as student counselling and
communication. On the basis of the didactic practice conceptualisation studies, the authors
argue that the analysis of conceptualisation of lecturers’ didactic practices and their
professional behaviour (performance models, roles) can be helpful in adding missing
elements to the professionalisation of academic staff and suggest strategies for professional
development.
Keywords: conceptualisation of didactic practices, model of didactic practices, a lecturer’s
professional behaviour, roles, professionalization.

Introduction
Individual professionalisation – becoming a professional – is a long and
complicated process. High dedication, time, motivation, and persistence are
demanded when accumulating specific scientific knowledge essential to run
professional activities, when acquiring experience, applying theoretical
knowledge in practice, building and renewing a professional identity, and
improving skills. On the other hand, a person wanting to become a lecturer
should be able to conceptualise in a proper way, that is, realize him/herself and
be able to explain what his/her professional activities mean, what knowledge
and skills are needed for running the said activities, to construct and direct it.
Lecturers who are ready (and/or have been trained) to become researchers
of their field of science often lack didactic knowledge, skills, experience
© Rēzeknes Tehnoloģiju akadēmija, 2017
http://dx.doi.org/10.17770/sie2017vol1.2307

Birutė Jatkauskienė, Elvyra Acienė. Conceptualisation of Academic Staff’s Didactic Practices
in the Context of Professionalisation

required to run their pedagogical (as we say) activities. In other words,
university lecturers rarely acquire knowledge or skills in higher education
didactics before starting their professional activities, not to mention experience,
even though previous studies, conducted in a number of countries, show that a
lecturer’s pedagogical activities, based on didactic excellence in higher
education, is one of the main determinants of students' learning outcomes and
the quality of studies (Langevin, 2007). We may supplement this argument by
the fact that academic staff focuses essentially on pedagogical activities, by
giving efforts, time and preparation for it, since they believe it still remains one
of the priority areas today (Jatkauskienė et al., 2013). Teaching activities are
diverse and encompass drawing up and execution of curricula, modules,
conducting lectures and classes, arrangement of tutorials, practice, supervision
of students' graduation works, practice, student counselling, assessment, and so
on. N. Šedžiuvienė (2005) points out that lecturers' pedagogical activities consist
of two elements – visible and “implicit”, invisible. An invisible element means
the process of designing of learning and study processes, planning of curricula,
modules, and classes, while visible activities – didactics – involve information
sharing, conducting classes and practical training, student counselling,
communication, etc. It sounds paradoxically that academic staff is quite often
found to be inadequately trained for such visible didactic practices. Research
conducted in Klaipėda University (Jatkauskienė et al., 2013), has demonstrated
that lecturers lack didactic knowledge and skills in higher education; some of the
academic staff inadequately perceive their functions, while a conceptualisation
of practices manifests itself as certain activity patterns, reference points, helping
lecturers to realize, explain, focus, and construct their didactic practices,
professional behaviour, and development (Neyts et al., 2006). Accordingly, it
casts doubt on academic staff’s professionalism and development of it.
Didactic education is not mandatory for academic staff of Lithuanian
universities. In other words, lecturers need no prior didactic experience in higher
education to be employed at a university. Didactic skills in higher education are
usually developed as late as during certain postgraduate studies. Not
infrequently, a university professor never takes any professional development
programme in higher education didactics throughout his/her careers
(Jatkauskienė et al., 2013). When talking with peers, one can often hear that they
have learned to teach after adopting, in their opinion, a best teacher’s
performance model and professional behaviour. Then, the question arises as to
why university focuses in didactics so little. The more especially as Comenius,
who published his Didactica magna (The Great Didactic) in 1657, stated a clear
and ambitious goal in the subtitle – “The whole Art of Teaching all Things to all
Men.” Maybe, didactics is “kicked out” of the campus just because it is not as
“respectable” discipline as philosophy, medicine, the arts, or languages, etc.?
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Maybe, a university values science only, but not studies or a student who just
occasionally reveals systematic scientific truths? Nonetheless, sooner or later, a
university when faced with a new generation of students, their needs and
demands for academic staff’s professionalism, will be forced to consider how to
implement a higher school didactics in a lecturers’ professionalisation process or
a strategy for university activities.
Once higher education has grown into a mass phenomenon, students are
becoming an increasingly heterogeneous group of learners in terms of
knowledge, experience, skills, age and other aspects. Therefore, traditional
didactic methods, forms and techniques of teaching practices, that have
established since medieval ages (lectio et disputatio), come under criticism of
students, social peers, employers as inadequately meeting the learning needs of
today’s generation of students as well as a mission of a university.
In pursuance of positive changes in lecturers’ pedagogical practice, it is
necessary to go into (and, sometimes, to change) their personal perception of
didactic practice, its explanation and construction (conceptualisation). In other
words, a lecturers’ attitude toward a learning student, their professional
behaviour, performance models, their and a student’s roles, their relationships,
and interaction require a more comprehensive analysis for promoting the
professionalisation process on a basis thereof.
It is quite difficult to give an unambiguous answer to the question of what
determines professionalism of academic staff (A number of publications?
Degree? The title of pedagogue? Taking part in conferences, projects? Positive
student feedbacks?) While answering this question, other questions may arise:
what is lecturers’ readiness for academic activities? How do lecturers perceive,
are they able to explain, to conceptualise their didactic practices? What are the
organisational structure, functions, typical performance situations that occur to
the majority of university academic staff? What are didactic skills in higher
education, didactic practice models, behaviour that are necessary to control such
performance situations? In other words, a consideration should be given to how
to become a professional in teaching (learning through experience, i.e.,
becoming a skilled blacksmith by forging iron all the day long... or otherwise?)
The goal of this article is to review previous studies related to the
conceptualisation of academic staff’s didactic practices and to disclose the
importance of it in the context of professionalisation.
The issues of conceptualisation of academic staff’s didactic practices and
professionalisation still have a status of a “poor cousin” within the Lithuanian
(and not only) study field. Therefore, the article attempts to answer the
following problematic issues:
1. What is the essence of studies in conceptualisation of didactic
practices and their contribution to professionalisation?
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2.

What are the interrelations of conceptualisation of didactic practices
and professional behaviour, role-playing, and models of didactic
practices?
3. Is consideration of diverse conceptualisation of lecturers’ didactic
practices, their professional behaviour, and analysis thereof be able to
provide necessary elements to professionalisation, to point out
appropriate professional development ways or means?
The article writing has involved review of scientific literature and metaanalysis. References in Lithuanian, English, and French have been selected for
the analysis on the basis of a key parameter – appropriation of a reference source
for the scientific publication which analyses the conceptualisation of academic
staff’s didactic practices and their professionalisation.
First, we review scientific publications related to conceptualisation of
student learning activities and only then – publications related to
conceptualisation of lecturers’ didactic activities in the historical perspective of
this research area. The publications have been selected and analysed with regard
to the above key problematic issues and with an emphasis on the idea of didactic
practice conceptualisation, concepts of didactic practices, interrelations of
conceptualisation and operational changes, professionalization, etc.
This article is based on the constructivist educational concept, according to
which any social reality refers directly to performance and interactions of social
actors, their symbolic or tangible practice (Legendre, 2004). Social actors,
however, create, mobilise, and resort to various representations, different
constructs of mentality and experience based on which they interpret social
reality and influence it, since human thinking and insight always need visualily
(Jaspers, 1998, p 5). It should be noted that the social actors’ constructs do not
just exist in a space: they have a situational, local nature. In other words, they
are interfering with a specific, social context, which involves other social actors,
too, and where a variety of human activity products (e.g., goods, tools,
organizations, laws, etc.) are produced. This means that social actors are not able
to explain, share available representations, or to negotiate, as their social reality
concepts are comprised in an enclosed, purified, unchangeable, and subjective
space. That is, social reality depends both on a particular actor and interaction
partners.
Such methodological provisions presume that university lecturers, as well
as other social actors describe and interpret a significant part of their
performance objectives to themselves and others with regard to emerging
didactic and learning process concepts of their own and their students. To
summarise, lecturers’ performance objectives can be argued to be not strongly
predetermined by outside environment, they rather depend on corresponding
interpretative and constructive activities, given the performance objectives and
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the means selected for the attainment of the said objectives by the lecturers.
Together, it should be noted that interpretations and constructs of the actual
teaching activities are integrated into the organisational context of a university,
communication with peers and students. Consideration, therefore, must be given
to other actors’ opinions, approaches, attitudes, communication and operational
rules, organisational norms, values, and so on. All this quite often becomes a
means of professional learning for lecturers. Based on this approach, we can
define educational concepts as performance patterns, reference points which
enable lecturers to understand, develop, focus, and explain their didactic
practices at the beginning of their pedagogical activities. This is a global vision
of teaching staff’s didactic practices, obliging them to acquire excellence not
only in their own discipline, but in specific subjects (for example, knowledge of
didactics and andragogy in higher education, areas of teaching activities,
organisational aspects of university, and so on), too. Solely this knowledge and
excellence enable to realize, build, and run one’s own professional activities,
build relationships with students, and develop didactic lecturer-to-student
learning activities in an efficient way.
Essence of studies in conceptualisation of didactic practices and
contribution to professionalisation
The process of becoming a professional for academic staff, as well as other
social actors, i.e., professionalisation, is a lengthy process, taking more than a
day or a week. This process involves different ways and means. One of them is a
conceptualisation of didactic practices (a visible part of a lecturer’s pedagogical
activities).
Conceptualisation of didactic practices refers to a lecturer's experience,
performance representations (Jatkauskienė et al., 2014). And this is really
important for professional development of lecturers, for emergence and growth
of a “hard core” of their didactic skills. An importance and benefits of the
conceptualisation of didactic practices for professional development have
stimulated scientific studies in this area.
Some of the earliest studies (Romainville, 1998) as of the late 20th century
were designed to examine a conceptualisation of students’ learning activities,
interaction between students and lecturers, through a variety of didactic and
learning strategies. These studies revealed what was called a “hard core”
structuring, including meta-cognition, of student behaviour (Romainville, 1996,
p. 64). At the same period (8th-10th decade of the 20th century), there were
studies in conceptualisation of teachers’ didactic practices simultaneously
launched. The initiator of many of them was the Anglo-Saxon higher school and
its representatives, who were later joined by scholars from other countries. It
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should be noted that a number of studies (Fox, 1983; Dunkin, 1990) were
specially designed to conceptualise a performance of academics “just embarking
on a teaching career”. D. Fox proposed and justified a conceptual model of
teaching, aimed to look deeper into the teaching activities of a lecturer and
learning activities of students. The researcher kept giving one and the same
question to teachers for several years running, “What do you mean by
teaching?” On the basis on the responses received, D. Fox has developed a
conceptual model and identified several theories of teaching (Fox, 1983, pp.
157-158):

transfer theory that treats knowledge as a commodity to be transferred
from one vessel to another;

shaping theory that treats teaching as a process of shaping or
moulding students’ behaviour, knowledge, and skills to a
predetermined pattern;

travelling theory, which treats a subject of teaching as a terrain to be
explored with hills to be climbed for better viewpoints with the
teacher as the travelling companion or expert guide;

growing theory, which focuses more on the intellectual and emotional
development of a learner.
The above theories can be argued to match and reflect not only
conceptualisation of academic staff’s didactic practices, but students' attitude
toward learning/studies, too. All the listed theories of teaching can be
figuratively divided into two groups: simple theories (e.g., transfer and shaping)
and developed, complex (e.g., travelling and growing) (Fox, 1983, p. 158).
However, it should be noted that regardless of a theory chosen by a lecturer to
base his/her activities upon so as to improve the didactic process, each of them
reflects the lecturer's strategy and correlates with his/her position, attitude
toward a student, his/her learning, curricula, subject content, etc.
M. J. Dunkin (1990), in the study of professional integration of university
teachers, interviewed 55 new lecturers at an Australian university. The goal – to
reveal early experiences in the institution and attitudes regarding teaching and
student evaluations. The study data were used to analyse professional integration
of the newly employed lecturers, whose expectations with respect to
professional integration and their experience were used as a key criterion for
initial data analysis. Effects (and results) of the professional integration under
the concept of didactic practices became the second criterion of data analysis.
M. J. Dunkin (1990, p. 127) identified four elements for description and analysis
of didactic concepts: structure of learning, motivation to learning,
encouragement to act and pursue learning autonomy (independence from a
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lecturer or group members) and building the relationships to facilitate the
learning process.
During the study, analysis and identification of didactic concepts,
expressed at early career, has revealed that lecturers often apply not all of the
above concepts at the beginning of their careers. Therefore, their didactic
practices are to be improved, because conceptualisation of the practices is
inadequate and is quite narrow.
Subsequent qualitative studies in the conceptualisation of lecturers’
didactic practices have revealed similar trends (Dall'Alba, 1991). During the
studies, there were identified seven concepts of lecturers’ didactic practices:
from didactics for the delivery and conveying of information to didactic
practices, implying conceptual changes in learning activities. Different concepts
of didactic practice have been studied and described by a number of authors: P.
Ramsden (2003), who justified in his study three different personal concepts of
teaching; K. Samuelowicz et al. (1992), who identified five qualitatively
different concepts of lecturers’ didactic concepts – from conveying of
information to conceptual changes in learning/studies and support/assistance for
a learner.
A brief review of lecturers’ didactic concepts and primary studies allow
assuming that the conceptualisation of teaching is treated differently by various
authors, yet, let us identify the following several general trends:

lecturers who perceive their didactic practices as a knowledge transfer
process vs. lecturers who perceive their didactic practices as
support/assistance to students;

conceptualisation of didactic practices of lecturers, even those
teaching the same course, can be very different;

different hierarchical elements can be identified in the
conceptualisation of lecturers’ didactic practices;

conceptualisation of lecturers’ didactic practices correlates with the
selected didactic strategy and didactic intentions.
Therefore, other authors (Trigwell et al., 1994) focused their studies on the
following elements: a concept of didactic practices, strategy and intentions of a
lecturer.
Research findings (e.g., Romainville, 1996, p. 67) highlight the following
intentions of lecturers: “lecturers’ didactic strategies oriented to him/herself
and to the intention of conveying knowledge to students.” In this case, a lecturer
focuses all his/her attention to the mastery of a content of a subject taught,
conveying of a content, etc. Hence, a student's role is rather passive. In contrast,
the other teaching strategy is focused on a student and a lecturer's intention to
support the student’s conceptual changes. Learning in this case is understood as
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a conceptual change. A student, willing to learn something, must not only
construct knowledge or a system of it, but also to confront existing concepts in a
particular manner with a view of their qualitative changes. A lecturer's intentions
with respect to a learner can be, respectively, of restrictive or motivational
nature.
The top position in hierarchy of the conceptualisation of didactic practices
belongs to the element known as a lecturer’s activities, focused on conceptual
changes in learning/studies, and the lowest – to didactic practices as conveying
of knowledge, information (Dall'Alba, 1991; Ramsden 2003; Samuelovicz etc.,
1992; Trigwell, 1995).
Another and obviously most important finding of the above studies in terms
of professionalisation is that in pursuance of positive changes in lecturers’
didactic practices, it is necessary to change their personal perception of the
practices, i.e., their attitude towards a learner, their and a student’s roles, their
relationships, interactions. It was, therefore, suggested to name the concepts of
didactic practices as lecturers’ personal concepts of didactic practices, given the
nature of their teaching activities. Some authors (Samuelowicz et al., 1992)
regard concepts of didactic practices as theories of teaching, because this is
direct didactic experiences tried and applied by a lecturer (Samuelowicz et al.,
1992, p. 97). Approaches of D. Fox (1983) and M. J. Dunkin (1990) match the
one of the above author (Samuelowicz et al., 1992). This explains why the
efforts to improve lecturers' didactic work process, given that a lecturer takes
actions during classes only, and regardless of the conceptualisation of his/her
activities, are worth to develop the methodology and strategy of the didactic
practices, but not always, as being focused on facilitation or support for a
student learning. Improvement of didactic practices should start with changes in
thinking, didactic strategies, reflection of methodology applied. Those lecturers,
who disregard personal mindset changes, will disregard a didactic strategy to be
applied in their activities, as well. Together, such lecturers are not concerned
about helping students in pursuing conceptual changes (Trowler et al., 2011).
Conceptualisation of activities. Interrelations of lecturers’ professional
behaviour, roles, and models of didactic practices
Studies in higher school didactics, conceptualisation of academic staff’s
didactic practices (Kember, 1997; Saussez, 1998; Kane et al., 2002; Loïola
2001; et al.) became particularly intensive in the last decade of 20th century and
in the beginning of the 21st century. This intensiveness can be explained by the
fact that scientific studies were aimed to validate the hypothesis: teachers'
behaviour during classes largely depends on the conceptualisation of their
didactic practices (Donnay et al., 1996; Ramsden, 1992; Trigwell, 1995 et al.).
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This hypothesis was originally applied only to the analysis of performance of
experienced teaching staff (Kember, 1997; Kane et al., 2002; Pratt, 1992;
Saussez, 1998). The studies revealed the following trend: the majority of
lecturers are poorly aware of available models for running didactic practices, the
diversity of behaviours, roles and their opportunities. However, to become a
professional, one needs to understand, to be able to explain his/her professional
behaviour, i.e. performance methods, roles, didactic models, etc., because future
insights mean today's perception, understanding, a choice of adequate
behaviour of a reflecting practitioner in various areas of professional activities
(Schön, 1994, p. 53).
A model of didactic practices is defined as a whole of interlinking didactic
actions resting upon representations of a human being (an individual), society’s
didactic practices and learning (Legendre, 2005, p. 896). Models of didactic
practices are quite different: some are transmissible, others are behavioural,
constructivist or socio-constructivist, meta-cognitive, etc. It is no secret that the
lecturers with no didactic framework in higher education may not be aware of
the existence of didactic models, their variety and applicability.
However, knowledge of models of didactic practices is essential not only to
conceptualise lecturers’ didactic practices, to analyse their professional
behaviour, to assess their professionalism, etc. The excellence in the above is
essential for many other reasons, for example:

not all people are able to learn the same things by the same means or
methods (Clanet, 2004);

a teacher of literacy must apply various methods and means in his/her
didactic practices, have a wide range of operating intentions (Pratt,
2005);

application of a single didactic model for a long time makes students
bored (Joyce et al., 2004);

in pursuance of quality of studies, teaching, and learning, students
should be familiar with the variety of didactic and learning situations
(Meirieu et al., 1996);

a large variety of available didactic models ensure the adaptability to
and flexibility in various didactic and learning situations (Vienneau,
2005).
The above authors’ studies conclude that a lecturer may play a variety of
roles in didactic activities (“coach”, “instructor”, “didactician”, “ferry man”,
etc.), depending on a didactic model chosen (transmissible, behavioural,
constructivist, socio-constructivist, etc.) or a constructing position of
professional behaviour. Therefore, one can assume that lecturers, when taking
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various roles, represent different didactic models, different behaviours, and
respective values (Jorrin, 2003):

a lecturer, taking a “coach’s” role, represents the behaviour or
performance mastering position. A coach’s role involves a movement
toward the performance improvement, toward the search for certain
tools and their application. This role, thus, allows motivating a
student, observing and encouraging his/her efforts. A positive lecturerto-student relationship assures successful and productive learning.
Taking this role is associated with the diagnostic educational
evaluation, upon refusal of traditional control. Preset, current, and
required performance excellence is assessed. A learner’s individual
learning style and tempo are taken into account. The entire process of
knowledge and skill acquisition is foreseen;

a lecturer, taking an “instructor’s” role, represents the behaviour or
performance effectiveness position, which is prevailed by success,
self-improvement,
performance,
superiority,
individualism,
motivation, self-sufficiency values. Effectiveness position is directly
related to learning-based targets, objectives of activities. An
instructor’s role involves traditional knowledge transfer to students.
The transmission model cannot do without knowledge control
procedures. Assessment of knowledge and skills, classification of the
activities carried out, production, achievements are the most common
elements of the "instructor" role performer. The main method of
activities is a classic lecture; evaluation has a normative and
cumulative nature;

a “didactician’s” role represents the behaviour or performance
constructing position and values such as accuracy, mediation,
counselling. A didactician’s role involves the provision and creation
of prerequisites for acquisition of knowledge and skills. A didactician
is planning means which could be helpful for students in developing
independence of thinking, reasoning and actions. Problem-solving is a
basis of the didactician’s performance, whereby much attention is
paid to students’ social representations, creation of complex learning
situations, evaluation of the educator, discipline, formation and
mastering of skills needed for professional activities. Therefore, it can
be said that a didactician is an expert in his/her field, a professional
teacher, a practician. Construction and proposal of didactic situations
to students reveals a pragmatism-based teaching practice. Pragmatic
vision of such lecturer allows constructing complex, flexible, and
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easily modelled didactic situations with reference to constructivist and
socio-constructivist learning;

a “ferry man’s” (“escort’s”) role represents the behaviour or
performance understanding, comprehension position, which values
are acceptance and recognition of “others”. Therefore, the position of
understanding, comprehension is consistent with basic humanistic
ideas, seeks the respect to oneself and others. The learning process
involves even the aspects which students often do not speak about: a
failure, fear of learning, lack or absence of motivation, etc. Therefore,
a lecturer, while taking a ferry man’s role, is mobilizing all his/her
available skills of attentive listening, empathy, acceptance of another
person, etc. A ferry man observes a student's learning problems,
difficulties, thus, attempts renewing a constructive dialogue between
the student's inner world and the educational establishment’s
requirements (Jorrin, 2003, p. 70). Such attention to another person is
inseparable from the behaviour constructing position and approach
selected by the lecturer. To renew the broken contact between a
student’s inner world and the educational establishment, a ferry man
refers to the student’s beliefs, knowledge, values, as well as the
educational establishment’s values, symbols, and demands. Therefore,
development of a student's independent, critical thinking, selfconfidence, socio-cognitive conflict solving, analysis of divergence
behaviour concept, professional ethics, responsibility, etc. are of
particular importance. A lecturer, in carrying out this role, should
understand neuro-linguistic programming (NLP), transactional
analysis (TA) techniques, social psychology or, even, psychoanalysis,
as required for dealing with unpredicted, unforeseen incidents and
problems (Jorrin, 2003, p. 72).
All the four above behavioural positions may be conflicting to each other,
cause tensions, contradictions subject to their correlation when choosing them as
the key positions in the professional behaviour development process. Therefore,
the development, construction of professional behaviour, selection and
performance of a role are determined by our (lecturers’) own discretion to
choose one or the other position and representative values. The selected role and
behaviour also depend on a dominating approach to professional behaviour
construction: tactical, strategic, or ethical.
In case of dominating an ethical approach to professional behaviour
construction, a lecturer attaches high priority to values, aspirations, visions of
the world, caring for others and oneself, to an inner dialogue. If a tactical
approach to professional behaviour construction is dominant, a lecturer attaches
great importance to practice, operating “strings”, advice, professional secrets, an
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intuitiveness, a fragmented, peripheral, often artisanal or, even, “poaching”
performance, which is often based neither on scientific knowledge nor on
professional standards. In case of a dominating strategic approach to
professional behaviour construction, a lecturer focuses on research publications,
performance objectives, index of competitiveness, competence and job
descriptions, rational activity, structured actions, etc.
Lecturers with little experience and low self-confidence incur concerns
about their professionalism, which do not allow them judging their performance
objectively. As a result, they construct their professional behaviour on the basis
of the ethical approach to behaviour construction. On the other hand, highly
experienced lecturers base their professional behaviour on the strategic approach
since being able to perfectly adapt their behaviour to standard expectations and
requirements of an educational establishment, to explain their actions to
management of the establishment, peers, social partners, and students. The
ethical approach is inherent to lecturers who are pursuing professional
behaviour, operational innovation. This is a case of intersection of social
representations and reality involving continuous self-evaluation, reflection,
assessment of other academic staff’s performance.
It is assumed that there is no good or bad approach to the construction of
professional behaviour since a lecturer’s professional identity, professional
behaviour are constructed on the basis of all the three approaches and any
possible combinations thereof (Jorrin, 2003, p. 67). Nonetheless, the most
important thing is being aware of the different approaches to behaviour
construction, the ability to choose and apply them properly. Therefore, we
should assume that the consideration of lecturers’ professional behaviour, its
analysis may become a determinant, an element of their professionalisation, it
may point out strategies or means of academic staff’s professional development.
Conclusions
1.

2.
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Didactic preparation is not mandatory for academic staff in Lithuania. It is
therefore assumed that some lecturers are not even aware of what higher
school didactics-based pedagogical activities mean. That implies
problematic issues of lecturers’ professionalism notion, of their
professionalization process.
The essence of didactic practice conceptualisation lies in certain academic
staff’s performance patterns, models, roles that may be reference points to
enable lecturers to understand, explain, focus, and construct their didactic
practices. Thus, the conceptualisation of didactic practices may be regarded
as one of the lecturers’ professionalisation means and factors that stimulate
professional development. There are several types of didactic practice
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3.

4.

concepts: developed or complex, involving many elements of didactic and
learning activities, and simple, often restricted to one specific element. So,
lecturers’ didactic practices are assumed to be focused on knowledge and
information transfer. Simple concepts are supposed to hinder a lecturer in
understanding and applying a model of didactic practices. Conversely,
developed, complex concepts of didactic practices have a positive influence
on the choice and application of a student- or learning-oriented didactic
approach or strategy.
Scientific studies show that lecturers’ professional behaviour largely
depends on the conceptualisation of their didactic practices. In other words,
there is a direct interrelation of conceptualisation of didactic practices and
professional behaviour, performance models, and roles. Whoever
comprehends and is able to explain their didactic practice, will be able to
improve it based on on a clear vision of didactic practice. It can be said that
a university is not only a place for formation and dissemination of new
scientific knowledge – it is a place for learning/training, acquisition of
skills needed for professional activities, too. A lecturer may play important
and different roles in the learning /studies and skill acquisition process.
Therefore, a variety of lecturers’ roles is closely related to a diversity of
didactic models. When applying various didactic models during classes, a
lecturer can perform multiple respective roles and models. This raises
students' interest in classes, in the lecturer, stimulates acquisition of new
knowledge and skills.
Based on studies in the conceptualisation of didactic practices, we can state
that the consideration of diverse conceptualisation of academic staff’s
didactic practices, their professional behaviour, and analysis thereof may
provide necessary elements to their professionalisation, to point out
appropriate strategies or means of professional development.
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