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Abstract 

This article explores the construct of employable teacher professional identities 

from the literature of employability and teacher professional identities. The 

construct can be viewed as the process of an individual understanding his or her 

‘self’ as a professional and what the stakeholders in the teaching profession view 

as being employable. By understanding the process, and views of 

professionalism, the article offers insights into the practice architectures of 

teacher’s professional development system in Indonesia, and for policy making.  
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Introduction 

The construct of employable teacher professional identities is the intersect 

between the construct of employability and teacher identities, which can be 

viewed as the process of an individual understanding his or her ‘self’ as a 

professional and what the stakeholders in the teaching profession view as being 

employable. 

Some studies in employability have pointed that employability sprung from the 

initiatives of government to improve the economic conditions of the citizens and 

to respond to the global mobility of employees. In UK, for instance, employability 

is a part of government policy since 1990s to enhance its work force skills and 

mobility against rising unemployment (Haasler, 2013; L. Harvey, 2000). Similar 

policies have also been applied in other countries, in which these policies of 

employability have driven education institutes, especially higher education ones, 

to create curriculums to ensure that their graduates have the necessary skills that 

will land them to jobs (see Cranmer, 2006; Rae, 2007; Morley, 2001  for UK cases; 

Taylor, 1998 for Canada; Andrews & Higson, 2008 for European countries; Xiong 

& Lim, 2015 in China).  

Although employability has become the common term that is widely discussed in 

the discourse of government policy in regards to employment, the definition that 

entails the features of employability is still debated, as multiple and even 
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overlapped definitions do exist. In reviewing the definitions, Rae (2007) criticizes 

that various definitions in use asserts that a person is more likely to get a job when 

s/he obtains a certain set of skills, knowledge, and personal attributes, whereas 

he argues that a person also has his/her unique identity, personality, and 

motivation that differentiates him/her from other candidates in getting a job. As 

Tymon (2013) also reviews the definitions, often times they are simply labels to 

the skills, knowledge, and personal attributes, without detailed description of 

what individual skills, knowledge, or personal attributes mean. In short, it doesn’t 

matter what the labels are, graduates must be employment ready from the 

perspective of the future employers (Andrews & Higson, 2008; Cranmer, 2006; 

Hogan, Chamorro-Premuzic, & Kaiser, 2013)  

Another criticism to the existing definitions of employability comes from 

Frankham, (2016). He argues that there is a series of mismatches between the 

definitions of employability in use in the higher education context and the 

expectations of the employers of the graduates. Similar criticism has also been 

voiced by Cranmer (2006). While the higher education institutions generally refers 

to employability as a set of skills, knowledge, and personal attributes which  the 

graduates can attain during their university education, employers do not 

necessarily believe that the graduates can learn the skills that the employers 

demands of them merely from their education at the universities.  



Original Work   neny.isharyanti@uksw.edu 

4/4 
 

In finding the match between these two opposite sides, one may find the 

perspective of employability by Brown, Hesketh, & Wiliams (2003) to be useful. 

They argue that employability exists in two dimensions – the absolute and the 

relative – the former one refers to the appropriate skills, knowledge, commitment, 

or business acumen to do the job, the latter one refers to the dependability of 

employability to the supply and demands within the market for the jobs. Although 

the ability of the graduate to meet the specific requirements of a job remains very 

important, the possibility of him/her being employed is relative to others in the 

job market, making someone of identical abilities but with more ‘appeals’ to the 

employers to get and maintain the job.  

In regards to teacher education programs, studies are conducted to ensure that 

higher education institutions successfully instil and incorporate employability in 

their curriculum, and that graduates of these programs meet the requirements of 

the job they are about to apply or to maintain their job. One the latest studies on 

this field is conducted in Australia through Studying the Effectiveness of Teacher 

Education (SETE) project which was a 4-year longitudinal quantitative and 

qualitative study in Australia investigating over 15,000 newly graduated teachers’ 

and principals’ perceptions of the effectiveness of teacher education in preparing 

teachers for the variety of school settings in which they began their teaching 

careers” (Mayer et al., 2017, p. 7). The study concludes that although there may 

not be causal links between specific components of the program, the teachers in 
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general felt prepared and effective in assuming the roles and responsibilities of 

being a teacher. The teachers in the study also pointed out the usefulness of 

practicum component in the program in preparing them to participate in the 

actual practices of the school context. From the perspective of the school 

principals, the results of interviews confirm the dual dimension of the 

employability as suggested by Brown et al. (2003). As much as the attention of the 

local schools to the absolute dimension of  employability (in this study, the 

teachers’ employment preferences and capabilities), they also take into account 

school needs and financial interests in offering employment to graduate teachers, 

as the relative dimension of the employability.  

Language Teacher Identities has developed to become a topic that is largely 

researched over the past years, but due to the complexity of the topic, new 

research on this topic continues to emerge.  Reviews on several research for the 

past twenty years have  also noted that various theoretical frameworks were 

employed as lenses to explore and scrutinize the complexity of language teacher 

identity (Beijaard, Meijer, & Verloop, 2004; Cheung, Said, & Park, 2014; Varghese, 

Motha, Park, Reeves, & Trent, 2016; Varghese, Morgan, Johnston, & Johnson, 

2005). However, Varghese et al.  (2005) argued that limiting oneself to one 

theoretical framework will consequently limit one’s ability to understand the 

identity, formation, and context of teachers. Therefore, they called for multiple 

theoretical approaches in doing research on language teacher identity.  
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Studies in language teacher identity have continuously asserted how language 

teacher identity is complex and multifaceted, and can consist of several identities 

or dimensions simultaneously at play (Cheung, 2014; Gee, 2001; Miller, 2009; 

Trent, 2014). Recognizing the multiple nature of teacher identities, Gee (2001) 

formulates four different ways of viewing teacher identity: Nature-Identity, 

Institution-Identity, Discourse-Identity, and Affinity-Identity.  Miller (2009) further 

views teacher identity as multiple identities which constantly shift across both 

space & time, which recognizes the spatial and temporal aspect of teacher 

identity.  

The History of Research in Employability 

This section aims to explore the shift of research in employability, from viewing it 

as an issue of accessing the labor market, into efforts to understand employability 

in different ways. Research in employability over the years has looked at the 

subject from different perspectives: governments, organizations, and individuals. 

These three perspectives provide a useful analytical structure to understand how 

different levels of stakeholders depict employability.  

Throughout this article, the term ‘discourse’ is selected to describe the depiction 

of employability and teacher identities at different levels of stakeholder. The 

selection of this term is inspired by the seminal work of Zembylas and Chubbuck 

(2018) which conceptualizes teacher identities as political. Discourse is then 
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defined as both “literally the talk within and among teachers” and narrative “as a 

manifestation of discourse, both in the teacher and in the institutions/national 

socio-political contexts in which they are located” (p. 186).  The inclusion of both 

the talk of the teachers, and the narratives from the institution and national socio-

political contexts, regarding employability and teacher identities, covers the scope 

of this article, which encompasses not only the talks of the individual teachers, 

but also the socio-political relationships of the actors in the contexts and how 

these talks and relationships influence their practices.  

The structure of these discourse levels is illustrated as follows: 

Figure 1. Employability Analytical Discourse Level 
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Employability from the perspective of the government in the macro-level of 

discourse can be understood as an aspect of global political and economic 

ideology, in meeting the demands of the market (Reid, 2016), and reflects how 

broader political and social issues are in play in employability. From the 1950s to 

early 1970s, government interventions aimed to provide access to the labor 

market, particularly for the unemployed (who lacked what were deemed useful 

skills), and underprivileged vulnerable people, and thus to influence the 

employability of the workforce (Thijssen, Van Der Heijden, & Rocco, 2008). Studies 

in this realm  discuss the changes in the global economy - for example, the move 

toward a more knowledge-driven economy (Brown et al., 2003) - and government 

efforts to improve the workforce through policy-making (Haasler, 2013). In the UK, 

for instance, employability has been a part of government policy since the 1990s, 

aiming to enhance workforce skills and mobility, to better allocate the workforce 

(Haasler, 2013; Harvey, 2000; Hillage and Pollard, 1998).  

For a more recent account of government policy, in the case of teacher 

recruitment and retention, the UK Parliament Briefing Paper on 12 February 2019 

(Foster, 2019) offers an analysis of the UK labor market for teachers, and discusses  

initiatives that the UK government created to encourage teachers' recruitment 

and retention.  For example, the UK government has since 2015 provided financial 

incentives to initial teacher training in the form of bursaries and scholarships, and 

a salary during training through programs such as Teach First and School Direct. 
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The paper stated that “in the 2017-18 financial year, around £183 million was 

spent on teacher training bursaries, an underspend of around £41 million on the 

£224 million budget.” (p. 15).  

In addition to incentives to attract new teachers, the UK government also ensures 

teachers' quality by testing the professional skills of entrants to the Initial Teacher 

Training program (ITT), as stated in the mandatory guidance and accompanying 

advice from the Department for Education (DfE): “All accredited ITT providers 

must ensure: that all entrants beginning ITT on or after 1 August 2013 until 31 

March 2020 have passed the professional skills tests prior to entry.” (UK 

Department for Education, 2021). Assurance of teachers’ quality is also reflected 

in the requirement for teachers with qualified status, at the beginning of their 

career, to take courses under the Early Career Framework (ECF), which provides 

“an entitlement to a fully-funded, two-year package of structured training and 

support for early-career teachers linked to the best available research evidence.” 

(UK Department for Education, 2019) 

Similar practice is also the case in many other countries, in which the governments 

deliberately set policies to enhance the employability of their citizens for similar 

reasons to the UK (see Morley, 2001; Cranmer, 2006; Rae, 2007 for UK cases; 

Taylor, 1998 for Canada; Andrews and Higson, 2008 for European countries; 

Forrier and Sels, 2003b, 2003a; Forrier, Sels, and Stynen, 2009; Forrier, Verbruggen 

and De Cuyper, 2015 in Belgium; Xiong & Lim, 2015 in China). In many countries, 
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these policies regarding employability are made imperative through regulations. 

These studies all indicate how governments intervene and regulate the labor force 

through policies and standardization of individual’s employability, indicating the 

adoption of a state steering approach.  

State steering refers to approaches and efforts that the government uses to steer, 

control, and influence actors in certain sectors of society, to decide and act 

according to the objectives that the government has set, and using the 

instruments that the government has provided (Gornitzka & Maassen, 2000; Van 

Vught, 1995). State steering is a common practice in neoliberal political ideology, 

as Harvey (2007) explains,  

“neoliberalism as a theory proposes that human well-being can be 

best advanced by liberating individual entrepreneurial freedoms 

and skills within an institutional framework characterized by 

strong private property rights, free markets, and free trade. The 

role of the state is to create and preserve an institutional 

framework appropriate to such practices” (p. 2).   

In practice, particularly in developmental states such as Singapore and several 

other Asian countries like Indonesia, the states adhere to the theory of liberalism 

by promoting free competition among individuals and corporations in the labor 

market, positioning the individuals and corporations as entities that are 



Original Work   neny.isharyanti@uksw.edu 

11/11 
 

responsible for deciding their terms to successfully attain welfare. However, at the 

same time, the states depend on the regulations and policies to create the social 

infrastructure, which ensures access to educational opportunities as a 

prerequisite to gaining competitive advantages in the labor market (Harvey, 2005, 

pp. 71-72).  

In the 1980s, the focus of employability research shifted to studies on 

organizations in the meso-level of discourse in which these organizations are 

responsible for responding to political imperatives from the government.  This 

layer of influence is represented by employers (See Brown et al., 2003; Thijssen et 

al., 2008), or by higher education, or a combination of both.  

From the employers' perspective, companies started to employ the so-called 

flexible firm's principles (Atkinson, 1984) of functional, numerical, and financial 

flexibility in which “a change in the organization of work is seen as the best way of 

achieving greater flexibility from the workforce” (p. 29), to enable them to cope 

with constant changes in the labor market within and outside the organization. 

One of the notable studies that looked at employers is a conceptual paper by 

Brown et al. (2003) that offers positional conflict theory as a way of seeing how 

companies are competing with one another in recruiting the best graduates from 

the best universities globally. In response to this competition, Brown et al. argue 

that “leading-edge companies present themselves as lively, exciting and caring 
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companies to work for, offering outstanding access to accelerated training 

programmes and opportunities for personal career development.” (p. 121) 

From the perspective of higher education, this competition among employers in 

recruiting graduates is similar to how universities compete to make sure their 

graduates are highly ‘ranked’ in the labor market. The University of Manchester, 

for instance, makes use of several employability rankings (QS Graduate 

Employability Rankings, the Graduate Market by High Flyers Research, and 

Employment of leavers by Higher Education Statistics Agency) in their 

advertisements, to attract prospective students and employers alike (The 

University of Manchester, 2019). Other studies conducted in the higher education 

context focused on the models, frameworks, or strategies of higher education to 

ensure that their graduates can meet the demands of the labor market (See 

Andrews & Higson, 2008; Cranmer, 2006; Das & Subudhi, 2015; Harvey, 2000; 

Kumar, 2013; Pool & Sewell, 2007; Rae, 2007; Silva, Lourtie, & Aires, 2013; Tymon, 

2013; Yorke, 2009, 2004).  

Yokoyama & Meek (2010) argues that state steering of Higher Education, as one 

of the employment stakeholders, is strengthened by neoliberal political ideology. 

Yokoyama & Meek (2010) refers to this as the evaluative state model.  The 

evaluative state model, developed first by Neave (1988, 1998), emphasizes the 

state’s supervisory function without tight, detailed control of institutions, and the 

self-regulatory nature of higher education institutions (HEIs) based on strong 
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executive leadership and the efficiency of resource utilization and management. 

In this model, the government seeks to steer higher education, through policies 

that set the general evaluation system and the general standards, but leave the 

specifics of the standards and the means to achieve them in the hands of: the 

employment market, in this case, the employers and national professional 

associations; and the provider of the workforce, in this case, higher education.  As 

Shin & Harman (2009) summarize in their survey of 10 countries, the current 

governance systems allow some autonomy to HEIs but control them through 

quality assurance and/or funding allocation mechanisms.  

Several studies looked at employability from both employers and higher 

education, exploring the dynamics between these organizations. For instance, a 

study conducted by Andrews & Higson (2008) attempted to find out the 

perspectives of graduates and employers on graduate employability in four 

European countries (UK, Austria, Slovenia, and Romania). Another study on both 

employers and higher education by Harvey (2000) researched the development 

of the employability agenda in higher education, how  organizational changes in  

employers affected  graduates, and then evaluated what individual attributes  the 

graduates needed when securing jobs.  

Since the 1990s, the focus of employability research has come to include 

individuals and their ability not only to get a job but also to maintain a job within 

or outside the organization (Forrier & Sels, 2003b). These studies at the micro-
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discourse level seek to understand how individuals use their skills, competences, 

and personal attributes to gain and maintain employment. As these individual 

qualities are often subjective and deeply rooted in each individual, the perspective 

of psychology is quite frequently chosen as the lens of analysis in the studies (See 

Clarke, 2008; Heijde & Van Der Heijden, 2006; Pool & Sewell, 2007; Vanhercke, De 

Cuyper, Peeters, & De Witte, 2014).  

Looking at the connections between the three levels, it is important to look at 

studies at the micro-discourse level. The view of employability that is defined by 

the government and employers - around the getting of a job - may imply that the 

nature of employability is given, and need not be questioned. However, 

employability, as seen at the macro- and meso-levels, only offers a structure in 

which individual job seekers' training takes place, at the micro-level. The practices 

that occur at this discourse level may be influenced by the view of employability 

from the government and the employers. Nevertheless, these practices are not 

dictated by the macro- and meso-levels, as the view of employability is negotiated 

and re-negotiated through the practices that evolve within the structure.  

From this argument, it is therefore interesting to see a literature review by Artess, 

Hooley, & Mellors-Bourne (2017) of studies in employability at the micro-level of 

discourse, in which they recognize one interesting shift, from the focus on 

developing a list of skills, competences, and personal attributes in an individual as 

the government and employers demand, to the process that an individual 
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undergoes in developing and shaping his/her identity as a professional worker. 

Upon reviewing 187 pieces of research on employability in the UK context from 

2012 to 2016, they noted that in research that used identity as the tool of analysis, 

the focus is not merely on the acquisition of necessary skills for students to 

succeed in their future career as the government and the employers dictate, but 

on the efforts to help students to transition from their identity as a student 

towards their identity as a worker. 

This section has laid out the history of research on employability to illustrate how 

research on employability has evolved analyses at three levels: macro- 

(government policies and planning), meso-(organizations which include 

employers and higher education institutions), and micro-level (individuals). 

Relevant to this article, the history of research in employability provides a useful 

structure for analyzing the employability of teachers, understanding how the 

discourses of teacher employability are depicted at different levels of stakeholder 

and how discourse in one level may trickle down and shape the process of crafting 

individual teacher professional identities.  

Unpacking Employability Constructs in Teacher Professional Identities 

Although employability has become a common term widely discussed in 

government policy regarding employment, any definition that satisfactorily 

describes employability is still very much subject to debate. Despite the 
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proliferation of studies on employability and the many policies and programs 

created in response to it, the term ends up as a catchword that stakeholders use 

to satisfy their motives or goals, and often its meanings are contrary to one 

another. As Thijssen et al. (2008) claim, “employability looks like an attractive but 

confusing professional buzzword… it is a multidimensional and variegated 

concept.” (p. 167) 

The literature on employability commonly agrees that it is about getting a job and 

keeping a job (Brown et al., 2003; Rothwell & Arnold, 2007; Tymon, 2013; Yorke & 

Knight, 2007). However, getting and keeping a job is not simply about a single 

moment of transition from non-employment to employment or from one 

employment to another. It is also about the factors that influence a person’s 

identities or opportunity of getting and keeping a job, that is, actions before and 

after this moment. These factors are the ones make the construct of employability 

more complex and dynamic.  

Employability then can be seen as both a product of enhanced opportunity to 

secure or maintain a profession, and as a process of enhancing this opportunity. 

As a product, to be employable is to be recognized as suitable for a profession 

and hence to have an increased opportunity to get or maintain a job in that 

profession. As Brown et al. (2003) put it,  
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“Employability not only depends on fulfilling the requirements of 

a specific job, but also on how one stands relative to others within 

a hierarchy of job seekers. “ (p. 111) 

This recognition usually occurs at the macro-and meso-level of discourse. At the 

macro-level, the government and/or the national professional association may 

articulate and even dictate which individual identities make a person qualified 

within a profession. At the meso-level, employers, as the organizations that hire 

individuals, could have the power to set the identities that an individual must 

enact to be employed, and to compare the individual with others. Higher 

education, as another stakeholder in the meso-discourse level, may develop their 

curriculum based on the standards of the government and professional 

associations, and the constituents of identities that the employers require, to 

make the graduates more competitive against other job seekers. In other words, 

employability in the HE context is perceived as: 

“a set of achievements, skills, understandings and personal 

attributes, that make graduates more likely to gain employment 

and be successful in their chosen occupations, which benefits 

themselves, the workforce, the community and the economy.” 

(Yorke, 2004, p. 410) 
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At the same time, employability can be regarded as a process. To be employable 

also involves “the individual’s perception of his or her possibilities of obtaining and 

maintaining employment.” (Vanhercke et al., 2014, p. 594). A person who seeks 

professional employment undergoes a process of crafting his identity, as being 

employable. In this process, the person reflects, selects, and enacts the 

constituents of his professional identities.  

The teaching profession is one of the jobs that people aspire (or sometimes are 

forced) to get and to maintain. As in other professions, a person who wants to be 

employed as a teacher must enact certain actions in a process, to produce certain 

professional identities that different stakeholders recognize in the meso- and 

macro-level of discourse as amounting to an “employable” teacher. This process 

of becoming a professional teacher is discussed extensively in the research of 

teacher professional identity and its formation.  

Teacher professional identities have become a widely-researched topic in recent 

years, and due to the complexity of the topic, new research continues to emerge.  

Studies over the past twenty years have noted the various lenses that have been 

employed to explore and scrutinize the complexity of teacher identity, for 

instance, teachers’ professional identity formation, characteristics of teachers’ 

professional identity, and stories that (re)present professional identity (Beijaard, 

Meijer, & Verloop, 2004); factors influencing the construction and negotiation of 

teachers’ professional identity and narrative as a lens for exploring teacher 
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identity (Cheung, 2014); Tajfel’s (1978) social identity theory, Lave and Wenger’s 

(1991) theory of situated learning, and Simon’s (1995) concept of the image-text 

(M. Varghese et al., 2005); and sociocultural theories (Johnson, 2006). 

However, what actually are teacher professional identities? As suggested earlier 

by research on employability, the identities that make an individual employable 

in a profession are considered to be those that individuals enact, and are 

recognized as employable by stakeholders in various ways. Therefore, with regard 

to the teaching profession, the research questions of my thesis are twofold: First, 

what are the identities that make an individual professional, and thus employable, 

in the profession of teaching as depicted by the stakeholders? Secondly, how do 

people identify themselves as employable professional teachers? Do they enact 

the identities within the discourses of employability that the stakeholders depict 

in their working contexts?  

This article adopts the construct of employable teacher professional identities as 

the product of a dynamic and complex process that a person undergoes to make sense 

of and craft, and the identities that he and others articulate as being an employable 

professional. Within this construct, the process of crafting identities occurs in the 

micro-level of discourse, where a person reflects, selects, and enacts the 

individual constituents of identities that he, and his professional communities at 

the meso- and macro-levels, consider as professional, and eventually improves 

his opportunities of becoming employable.  
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This construct of employable teacher professional identities is in line with the 

definition of Burns and Bell (2011), in which they see identity as,  

“constructed in social contacts and reshaped through interactions 

with others…Identity is not something one has; it is a continuum. 

It is not a product or a result of a particular action or thought 

process but something that develops during an entire lifetime. The 

concept of a teachers’ professional identity has been described as 

an understanding of him or herself as a professional in relation to 

employment, which can be shaped by organisational and political 

contexts (Eteläpelto & Vähäsantanen, 2007). Thus, identity 

construction can be seen as a negotiation with both self and 

others and within the discourses present in one’s life where 

individuals adopt positions of them- selves that are intertwined 

with the positions they ascribe to others (Reeves, 2009). 

Furthermore, Holstein and Gubrium (2000) propose the normality 

of a multiple personality.” (p. 953) 

This construct is consistent with the review of research in teacher identity by 

Beijaard et al. (2004, pp. 122-123), which features four common characteristics of 

teacher professional identity:  

(1) teachers’ professional identities as a process;  
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(2) the importance of interaction between a person and his context 

in this process;  

(3) the importance of teacher’s agency in the formation of his 

professional identities; and  

(4) multiple identities as the outcomes of the process of identity 

formation.  

Firstly, teacher’s professional identities are seen as an ongoing dynamic process 

of reflecting, negotiating, constructing, enacting, transforming, and reconstructing 

knowledge and experiences (Connelly & Clandinin, 1999; Miller, 2009; M. Varghese 

et al., 2005). This is a process through which a teacher understands or perceives 

himself as a professional (Burns and Bell, 2011; Lamote and Engels, 2010). A 

teacher, therefore, may have different identities at different stages of his career.  

Secondly, an interaction between a person and context is crucial in developing 

teacher professional identities. A teacher may adopt knowledge, attitudes, beliefs, 

and culture derived from personal histories (Duff & Uchida, 1997). However, these 

qualities are then negotiated, constructed, enacted, and transformed (Miller, 

2009) through participation in the discourse (Trent, 2014), structure (Beijaard, 

Meijer, et al., 2004), and practices (Wenger, 1998) of the profession. Contextual 

factors (Duff & Uchida, 1997), be these social, cultural or political (M. Varghese et 

al., 2005), also influence the process of crafting professional identities. As a 
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process that occurs at the micro-level, the discourse, structure, practices, and 

contextual factors in the macro- and meso-levels of discourse may shape the 

process of crafting teacher professional identities.   

Thirdly, teacher professional identity is characterized by the importance of the 

teacher’s agency in the process of identity formation. As Beijaard et al. (2004) put 

it,  

“There are various ways in which teachers can exercise agency, 

depending on the goals they pursue and the sources available for 

reaching their goals. In addition, it can be argued that professional 

identity is not something teachers have, but something they use in 

order to make sense of themselves as teachers. The way they 

explain and justify things in relation to other people and contexts 

expresses, as it were, their professional identity.” (p. 123) 

Teacher agency also requires teachers to be active in the process of professional 

development (Coldron & Smith, 1999). To produce employable teacher 

professional identities, at the micro-level, a person must be active in both making 

sense of which constituents of identities may increase his opportunity to be 

recognized as professionally employable by relevant stakeholders, and take 

action to develop such qualities. A teacher needs to recognize what they should 

do professionally, identify available sources, including colleagues within their 
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workplace context, that might help achieve their professional goal, enact practice 

within this context, and finally, explain and justify their practice.  

Lastly, the process of forming professional identities and the interaction of a 

teacher’s personal histories and experiences may result in sub-identities or 

multiple identities (Trent, 2014). The different contexts and relationships that a 

teacher is involved in may create tensions and conflicts in his sub-identities, for 

example, in pre-service teachers during teaching practicum (Flores & Day, 2006), 

and a teacher needs to reach a balance between these sub-identities (Beijaard, 

Meijer, et al., 2004). As a product of crafting professional identities, this balance is 

what the teacher considers as the qualities that will enhance his opportunity to 

be employed as a teacher.  

To summarize, the employable teacher professional identities in this research can 

be illustrated by Figure 2.  

Figure 2. A Conceptual Framework of Employable Teacher Professional Identities 
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As illustrated in the figure, the process of crafting professional identities occurs at 

the micro-level of discourse in various stages of a career, whether a teacher is a 

pre-service teacher, newly qualified teacher, or in-service teacher. These identities 

may arise from a teacher’s individual qualities and experiences at the micro-level, 

or from contextual factors at the macro- and meso-level, which is formed by the 

government, the national association of teachers, higher education, and schools.  

In this section, I have unpacked the construct of employability and how it can be 

used in developing a framework for understanding employable teacher 

professional identities. The next section will discuss this framework in detail.  
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Employable Teacher Professional Identities at the Micro-Level  

At the micro-level of discourse analysis, research in employability presents the 

concept in terms of characteristics that increase an individual's likelihood of 

getting or maintaining a job compared to other individuals. These individual 

factors spring from the perspective that views employability as an individual’s 

agency in getting a job, as opposed to focusing on contextual factors that may 

influence an individual's opportunity to get a job.  

In the definition suggested by Pool & Sewell (2007), for instance, what constitutes  

individual constituents of identities can include “a set of skills, knowledge, 

understanding and personal attributes that make a person more likely to choose 

and secure occupations in which they can be satisfied and successful.”(p. 280). 

Studies label these qualities as ‘a set of assets’ (Hillage & Pollard, 1998), ‘individual 

characteristics’ (Fugate, Kinicki, & Ashforth, 2004), ‘employability radius’ (Thijssen 

et al., 2008), and ‘movement capital’ (Forrier & Sels, 2003a, 2003b; Forrier et al., 

2009, 2015). These studies identify four components of employability: human 

capital, social capital, self-awareness, and adaptability. These will now be 

discussed in turn.  

Four Components of Employability  

Human capital refers to the knowledge, skills, and abilities of an individual that 

may influence his career opportunities (Forrier et al., 2009) due to his being able 
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to meet the expected performance in a particular occupation (Fugate et al., 2004). 

To be more specific, human capital can be referred to as assets, comprising what 

an individual knows (knowledge) relevant to his job, what the individual does with 

what he knows (skills) and how he does it (attitudes) (Hillage & Pollard, 1998).  

In the profession of language teachers, the array of qualities pertaining to human 

capital can be better explained by research on language teacher cognition, as one 

part of broader research on teacher professional identity, i.e., a teacher’s 

“understanding of what it means to be a teacher” (Borg, 2015, p. 92). Borg’s (2015) 

framework of language teacher cognition may help in understanding the 

psychological constructs that make up the human capital of a teacher, i.e., the 

“beliefs, knowledge, theories, attitudes, assumptions, conceptions, principles, 

thinking, and decision making about teaching, teachers, learners, learning, subject 

matter, curricula, materials, activities, self, colleagues, assessment, and context.” 

(p. 333).  

Social capital, the second component of employability, refers to an individual’s 

connection to other people in his job network (Forrier et al., 2009). These 

“knowing-whom competencies” (Defillippi & Arthur, 1994) recognize the value of 

social networks in influencing the individual’s career in a particular profession. 

The individual may tap into various sources available within his profession’s social 

networks, to succeed in acquiring, and then performing, his job.  
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In the teaching profession, social capital is reflected in the significance of the 

relationships that an individual teacher has within his professional networks, 

when it comes to forming their professional identities.  Social recognition from 

significant actors (students, parents, colleagues, and school leaders) is believed to 

influence the teacher’s self-esteem and task perception, leading to more positive 

job motivation (Kelchtermans, 2018). For instance, using the perspective of 

“communities of practice” (Wenger, 1998), a study by Williams (2010) showcases 

the process through which a participant undergoes a change of career into 

teaching, and how she managed to develop her professional identity as a teacher, 

by gaining recognition as a competent teacher from her engagement in 

productive relationships with other members of her community of teaching. 

The issue of social capital in the teaching profession appears in research into the 

teacher’s agency and vulnerability in negotiating his professional identities, when 

facing actors in his work context. Kelchtermans (2018) not only discusses the 

psychological impact of teacher’s social capital but also suggests that tensions 

between the teacher and the other actors may be due to the hierarchical 

relationships between them.  Studies by Alsup (2018) and Tsui (2007) showcase, 

for example, how the teachers in their studies negotiate their authority over other 

actors in their community of teaching, depending on what position they held in 

the structure.   
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It must be noted, though, that in the research around teacher professional 

identities, social capital can be seen at micro-, meso- and macro-levels. When the 

focus of the discussion is on the individual identities that a teacher enacts, it is in 

the realm of the micro-level. When the discussion involves articulation of these 

qualities by stakeholders, and how this articulation influences the teacher’s 

enactment of the employable identities, the focus is on the meso- or macro-

discourse level.  

The third component of employability, self-awareness, is the “knowing-why 

competencies” (Defillippi & Arthur, 1994), in which an individual reflects on his 

career history to provide direction to his future job opportunities (Fugate et al., 

2004).  A self-aware individual will contemplate the questions of who he is and 

what he wants to be regarding his career. According to Forrier et al., (2009), a self-

aware individual will consider his strengths, weaknesses, goals, values and beliefs, 

and use such consideration to project his future ‘career identity’ (Fugate et al., 

2004). Hillage & Pollard (1998) refer to this awareness of career identity as the 

ability to deploy and present assets to potential employers. This process of 

deployment and presentation of assets requires an individual to have the skills 

for managing their career, by diagnosing their occupational interests and 

opportunities, being aware of work opportunities, and developing strategies of 

moving from where he is to where he wants to be.  
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In the teachers' profession, self-awareness is a component of teacher 

professional identities, entailing reflection and evaluation of an individual 

teacher’s capabilities and understanding and engagement in his teaching context, 

to take agency in their professional development. The importance of reflection in 

increasing self-awareness is highlighted in studies by Izadinia (2015, 2018). Self-

awareness also entails teachers’ self-efficacy, in which the individual teacher 

judges his capabilities in carrying out the tasks of teaching (Lamote & Engels, 

2010). This self-reflection and self-efficacy usually revolve around the ideal future 

self of a teacher (Urzúa & Vásquez, 2008), and these ideals can come from both 

understanding the internal beliefs of a teacher and the complexities of the 

teacher’s professional life (Kelchtermans, 2018), as well as engaging in the 

practices and discourses of the teaching community (Dimitrieska, 2018).  

The fourth component of employability is adaptability, which is defined as “the 

willingness and ability to change behaviours, feelings and thoughts in response to 

environmental demands” (McArdle, Waters, Briscoe, & Hall, 2007, p. 248). 

According to Forrier et al. (2009), this dynamic dimension of employability involves 

the ability to change (adaptability competence) and the willingness to change 

(adaptability motivation; Hall, 2002). As Hillage and Pollard (1998) stated, 

adaptability requires a person to employ a strategic approach, of “being adaptable 

to labour market developments and realistic about labour market opportunities, 

including the willingness to be occupationally and locationally mobile.” (p. 3). In 
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this sense, adaptability is found in people who display proactive behavior and 

personality, in which a person is actively taking the initiative in improving and 

challenging their work environment in favorable ways (Fugate et al., 2004).  

In research into teacher professional identities, adaptability involves the 

competence to handle changing aspects of teacher professional life, such as new 

policies (Correa, Martínez-Arbelaiz, & Aberasturi-Apraiz, 2015), institutional 

demands (Pillen, Den Brok, & Beijaard, 2013), competing perspectives, 

expectations, and roles (Beijaard, Meijer, et al., 2004), and diverse students 

(Goodnough, 2010). These aspects of professional life may make teachers change 

their beliefs, theories, understandings, teaching methods, approaches, strategies, 

instructions, and skills (Correa et al., 2015; Goodnough, 2010; Grima-Farrell, 2015; 

Hong, 2010; Pillen et al., 2013). Depending on the level of willingness to change, 

these aspects of teachers’ working conditions can create tensions in professional 

identities, where these are rooted in the prior configuration of a setting. 

Temporality of Employability 

In looking at the micro-level discourse of teacher professional identities, Brown et 

al. (2003) consider the individual constituents of an employable professional's 

identities to be an absolute dimension of employability, as these factors are 

internally unchanging. It needs to be noted, though, that other research such as 

Forrier et al. (2009), Haasler (2013), Tymon (2013) argued that such factors can be 
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improved and are thus not absolute.  I adopt this view, that such factors are not 

permanent, as an individual can change himself and may opt to better himself to 

obtain a better job. As higher education increasingly focuses on graduates' 

employability, there is a notion that individuals can be prepared and taught how 

to obtain and deploy these factors to get a job upon graduation.   

In the case of teachers, the development of individual identities is through a 

dynamic process of reflection, negotiation, construction, enactment, 

transformation, and reconstruction of knowledge and experiences in order to 

come up with a set of employable identities, which may change throughout a 

teacher’s career. Past research generally agrees that teacher professional 

identities are not stable, stagnant, and permanent. Discussing language teacher 

identity specifically, Trent (2014) and Varghese et al. (2005) suggest that identity is 

multifaceted, often in conflict, and constantly shifting across both space and time. 

Teachers may assume more than one sub-identity, and these sub-identities 

interact with one another depending on the contexts of their teaching practices.  

Such interaction may not always be harmonious (Beijaard, Meijer, et al., 2004) and 

may result in changes of identity.  

The temporal aspect of employable teacher professional identities at the micro-

discourse level is reflected in several studies. One notable study of this aspect is 

that of Tsui (2007), which explored an EFL teacher's experiences, Minfang, in 

crafting his identity. Through the method of narrative inquiry, the study narrated 
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Minfang’s six years of struggles with constructing institutional and personal 

identities and the reification and negotiation of meanings in his identities. Using 

the theoretical framework of Wenger (1998), of identification and negotiation of 

meanings in identity formation, the study described Minfang’s journey from being 

accepted onto the English language teaching program in Nanda, a prestigious 

university in Guangdong, China, to becoming a teacher within the program. The 

study shows that Minfang’s identities were constantly shifting, depending on the 

level of participation in the community of students/teachers and on how he 

negotiated personally the meaning of ‘being regarded as a competent member of 

the community,’ and then crafted or adjusted his identities, within these 

negotiations.  

A more recent study that illustrates teachers’ professional identities' temporality 

is Barkhuizen’s (2016) study of Sela, an English teacher in Auckland, New Zealand. 

Barkhuizen started interviewing Sela when she was a pre-service teacher and nine 

years later when she was the head of an English as a Second Language program 

in a school. By reconstructing Sela’s experiences into short stories, Barkhuizen 

found that Sela was continuously revising the plot of her life story, which reflects 

her actions in negotiating her identities. Using the theoretical framework of 

investment and identity by Darvin and Norton (2015) and Norton (2013), 

Barkhuizen showcases Sela’s deliberate choices of actions in her professional 

development, as a form of investing to achieve her imagined identities in the 



Original Work   neny.isharyanti@uksw.edu 

33/33 
 

future, as an English teacher. Barkhuizen agrees with Norton's (2013) definition of 

identity, that is, “how a person understands his or her relationship to the world, 

how that relationship is structured across time and space, and how the person 

understands possibilities for the future” (p. 45), as his findings corroborate with 

this definition.  

Applying the same theoretical framework of investment, Abduh and Andrew 

(2017) explored the experiences of five lecturers in bilingual programs in an 

Indonesian university in learning English, and how investment in learning English 

contributed to constructing their professional identities as academics. Similarly to 

the study by Tsui (2007), the participants expressed their desire to belong to the 

community of academics, in the role as a bilingual lecturer and as a researcher, 

and hence realized the importance of English in gaining access and being 

recognized by this community, often long before they became an academic 

(mostly during their undergraduate years). The study participants considered 

English as a language that was instrumental in transforming themselves into the 

identities that are modeled in their imagined communities.  

In retrospect, the studies of temporality in the process of a teacher crafting his 

employable professional identities suggest that this process does not occur in a 

vacuum. The individual constituents of an employable person's identities are 

relative to the expectations of the stakeholders of employability in the meso-level 

where other aspects of a person’s employability are formed and decided 
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(Andrews & Higson, 2008; Cranmer, 2006; Hogan et al., 2013). In this discourse 

level, higher education plays a role in forming a person’s employability through 

assessments, whereas the employers decide on the actual hiring of the graduates 

of higher education. These meso-level discourses of stakeholders may influence 

individual teachers’ process of reflecting, negotiating, selecting, and enacting their 

identities, and produce different sets of individual qualities in different stages of 

their teaching career.  

Therefore, it is relevant to consider the nature of employable teacher professional 

identities at the meso- and macro- discourse level. In addition to employability 

being influenced by factors that are individual, and micro-level, employability is 

also affected by contextual, structural factors, in the form of different 

stakeholders within the profession and how they interact with one another to 

influence the employability of an individual.  

Employable Teacher Professional Identities in Meso- and Macro- Levels  

Stakeholders at the macro- and meso-discourse level create different contextual 

factors that influence a teacher’s process of forming his identities. Brown et al. 

(2003)  regard these contextual factors as a ‘relative dimension’ of employability 

in which the availability of jobs in the internal (within the company) or external 

(outside the company) labor market and the needs of the employers determine 

whether an individual will get and maintain a job. Thijssen et al. (2008) regard 
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these factors as ‘contextual conditions’ influencing an individual's future labor 

market opportunities. These are the factors over which individuals have very little 

control, yet to which they must still adapt.  

Several external contextual factors may create risks and limit an individual's 

opportunities in getting or maintaining a job. The sources of these structural 

factors may come from the organization that provides jobs, or the government’s 

regulating of the job market/labor force.  

According to Forrier et al. (2009) and Hillage & Pollard (1998), there are two groups 

of contextual factors in the meso- and macro-levels of discourse: the demand in 

the internal and external labor market; and the match between supply and 

demand in the labor market. The first one, demand, is closely related to the 

pattern and level of job openings in the local or national labor market, and the 

skills required or valued for particular jobs at a particular time. These factors may 

determine the ease, or difficulty, of an individual’s entry into the labor market. The 

second factor, the match between supply and demand in the labor market, 

includes four mechanisms that are mutually related and influential: (a) labor 

market segmentation, (b) labor costs, (c) values and norms, and (d) institutional 

incentives and barriers. According to Hillage and Pollard (1998), the first three 

reflect the employer’s recruitment and selection behavior, whereas the last one 

entails labor market regulation. 
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Labor Market Mechanisms  

The first mechanism, labor market segmentation, indicates how opportunities to 

get a job may differ among different groups. An organization may hire people 

based on certain individual or group characteristics. For instance, to save on 

training costs, an organization may prefer a candidate from within the 

organization itself because the candidate is expected to be familiar with the 

organization's culture and the nature of the job. 

The second mechanism, labor costs, entails the setting of wages and/or benefits. 

An organization may select individuals who can accept lower wages but with 

relatively higher skills and abilities. The cost may influence the opportunities of 

candidates with a particular profile to get the job. A fresh graduate with extensive 

placement experiences may have a higher chance of being offered a job than one 

without, because the organization can benefit from better skills and abilities but 

still pay less salary and benefits.  

With the third mechanism, each organization may adhere to certain values and 

norms that influence its preference, when selecting individuals to be hired. For 

instance, an organization may select graduates from a university with a high world 

ranking because the organization assigns premium value to universities with this 

ranking. Alternatively, an organization may (perhaps illegally) prefer graduates 

from a particular racial group because of the values and norms associated with 
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the group that the organization may view as valuable to its performance as a 

whole.  

Lastly, the mechanism of institutional incentives and barriers entails policies of the 

organization or regulations of the government that promote or hamper the 

demand for and the supply of certain individuals in the labor market. In the case 

of the teacher labor market, a review by Vegas (2007) in the US and developing 

countries shows that teachers may not always respond to incentives in 

predictable ways. For example, Vegas cited the case of Bolivia and Mexico. In 

Bolivia’s case, bonuses for teaching in rural areas failed to produce higher-quality 

teachers, and in Mexico, the new teacher career system, that offered rewards for 

teachers when the student outcomes are improved, also failed to change teacher 

performance (Vegas, 2007, p. 229). Rather, school-based reforms, in which the 

schools are given more authority in decision-making, are shown to have 

significant effects on the characteristics of those who enter and remain in 

teaching and on their teaching performance.  As Vegas (2007) concluded,  

“Devolution of decision making authority to schools in Central 

America has, in many cases, led to lower teacher absenteeism, 

more teacher work hours, more homework assignments, and 

better parent-teacher relationships. These are promising changes, 

especially in schools where educational quality is low.” (p. 229) 
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Many employability studies research individual constituents of identities and how 

they interact with the labor market context. They offer discussions of how these 

individual constituents of identities can be attained or improved to respond to 

labor market requirements. These studies are primarily in the context of higher 

education, in which universities are seeking strategies to prepare graduates for 

future employment and to offer models of employability.  

For instance, Andrews & Higson (2008) conducted an exploratory study of 

graduates and employers of Business majors in four European countries (Austria, 

Romania, Slovenia, and the UK), in order to analyze their perceptions and 

experiences of the core constituents of business graduate employability. The 

study found notable similarities in business graduates' and employers' 

perspectives on what are deemed to be the necessary constituents of 

employability. Consequently, they advocated for certain business-related 

knowledge, skills, and competences to be included in the curriculum of business 

schools across Europe, and the provision of prior work experience to ensure that 

these graduates are employable, ready, and mobile upon graduation. The 

conclusion of Andrews and Higson’s study is interesting because they specifically 

put higher education (in their case, business schools) as the responsible party for 

ensuring that these ‘demands’ from the employers be met. Hence, this illustrates 

how the labor market's contextual factors (i.e., employers’ expectations of the 

graduate profile) interacted with the characteristics of each graduate seeking to 
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enter the labor market. The study calls for the practices of the HEIs to mediate the 

interaction, and which contextual factors the pre-service teachers respond to in 

the transition zone between HEs and schools (employers), as with the case of the 

teaching practicum program in this article.  

Like Andrews and Higson, Cranmer (2006) conducted a study, commissioned by 

the Higher Education Funding Council in the UK, on the impact of teaching and 

learning employability skills on graduates' prospects in the future labor market. 

Drawing her conclusions from a broad range of data (semi-structured interviews 

with 60 academics and ten career/employability unit staff in 4 universities on the 

prospect of their students in the labor market; first destination survey on all 

graduates of the said universities on their first jobs; telephone surveys of recent 

graduates and their line managers), she found that although the university, 

through its academics and staff, had their best intentions and made efforts to 

enhance the employability of their students, the outcomes were mixed. The 

academics may think that they have put the best resources to enhance their 

students’ skills for a job, but the data in Cranmer’s study did not show any 

significant effect of the university’s efforts on graduate employability outcomes. 

Some findings show a “mismatch” between the skills that the students acquired 

during their university years and those required in their jobs. Instead, the study 

found the effect of structured work experience and involvement of potential 

employers in designing courses in a university in improving graduate 
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employability outcomes. Her findings further illustrate the influential power of 

contextual factors in the form of employer’s expectations and involvement in 

deciding on the employability of university graduates. 

Contextual Factors Surrounding Teachers 

In research into teacher professional identities, the focus has shifted from an 

essentialist perspective that focuses more on the cognitive attributes of an 

individual teacher to a poststructuralist perspective, which views the formation of 

a teacher’s professional identity as a process that is continuously constructed, 

enacted, negotiated, contested, and maintained by discourses in contexts.  

Teacher professional identities no longer revolve around individual constituents 

of identities but move toward a perspective that includes the external factors that 

influence a teacher in developing his professional identities.  

For instance, in research into teacher cognition, Borg (2015) reviewed 180 studies 

over 30  years to develop a framework that includes teacher’s internal constructs 

of cognition and recognizes the influences of contextual factors in developing 

those constructs. The framework recognizes the influences of prior classroom 

experiences (both cognition and perceptions), professional coursework, actual 

teaching experiences, and other schools' stakeholders' performance, on teacher’s 

performance in the classroom. In an earlier review, Trent (2014) identified various 

contextual variables and structural factors that are influential in the process of 
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crafting teachers’ professional identities.  Contextual variables include the school 

environment, the learners' characteristics, school authorities, and other teachers 

(Beauchamp & Thomas, 2009). Other studies include other variables and 

structural influences on the identity formation process, for instance, the textbook, 

the curriculum, gender, and social expectations (Duff & Uchida, 1997) and political 

contexts (Cheung, 2014; Zembylas & Chubbuck, 2018).  

A study by Flores and Day (2006) of 14 new school teachers in Portugal illustrates 

how contextual variables and structural influences are powerful in shaping 

teacher professional identities. Through semi-structured interviews, the study 

reveals how classroom practice, school culture, and leadership strongly influence 

their sense of being a professional teacher, in addition to their personal identity 

as a teacher. Through classroom practices and interaction with students, the 

teachers felt that they learned how to become professionals, but at the same time, 

they learned more about themselves as persons.  

For instance, after understanding the students in the classroom context and how 

they reacted to the teachers’ teaching, the new teachers pointed out that they 

adopted a more cautious attitude to avoid disciplinary problems. One of the 

participants in the study said,  

“I think this year I am a bit stricter (in order to become less strict at 

the end of the year) than I was last year. Last year I had to deal 
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with disciplinary problems because I was too flexible with them 

[students] from the beginning of the year and then it was too late 

to sort out the problems. (NT14, Interview 3, Beginning of Year 2)” 

(Flores & Day, 2006, p. 226) 

The participants also experienced that the schools' culture and leadership can 

either encourage or force them to be creative, while remaining compliant with the 

schools' rules. For instance, supportive, informative, and encouraging leadership 

and an effective working relationship among teaching staff encourage a positive 

attitude toward teaching in the new teachers. As one of the study participants put 

it,  

“This year I could realize that the idea that I had created during my 

teaching practice and last year that students were not motivated 

and that there was a distant relationship amongst teachers wasn’t 

true in every context. Now I can say that there are some schools 

and some contexts where you can find a good atmosphere like in 

this one… and this makes you feel like working here.” (Flores & 

Day, 2006, pp. 229–230) 

However, at the same time, the new teachers realized that there were norms and 

values that they need to adapt to, when engaging with their older or more senior 

colleagues in the school.   
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Through this study, Flores and Day show that the identities of teachers at the 

beginning of their careers were challenged and influenced by the contexts in 

which they were working.  Over time, through negotiation and reflection, they 

(re)shaped and (re)constructed their professional identities.  

An aspect of Flores and Day’s study that is particularly relevant for this article is 

that they also looked at the influences of initial teacher training and teaching 

practice on how the new teachers approached teaching, and viewed themselves 

as teachers. Flores and Day found that most new teachers felt inadequately 

prepared to deal with the realities of their daily tasks in the schools and the 

classrooms, and that there was a gap between the theory that they learned during 

the teacher preparation program, and the practices that they faced in their daily 

job. Therefore, it is interesting to explore if a similar situation exists in this article, 

at an earlier employment stage, i.e., in the teaching practicum.  

Similar contextual variables and structural influences emerge in the study 

conducted by Gandana and Parr (2013), which explores Nancy's experience, an 

early career teacher in an Indonesian university. The study used various data 

sources, including interview transcripts, classroom observation notes, and 

curriculum and policy documents. This study shows that Nancy’s professional 

identity was challenged by several contextual and structural factors, such as her 

institution's hierarchical culture, and the faculty's demands in the curriculum. 

Culturally, Nancy expressed a more democratic classroom culture, reflecting her 
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past experiences as a student in the Anglo-Saxon context. However, she did not 

feel this egalitarian teacher-student relationship in the classroom to be suitable 

for Indonesian cultural traditions. In the issue of curriculum demands, Nancy also 

felt that some of the objectives and activities of the course (Intercultural 

Communication) that she was teaching were not ones that she personally 

believed, but she felt that she had little or no control over these. In these two 

issues, of hierarchical classroom culture and curriculum demands, similar to the 

teachers in Flores and Day's study Nancy faced a situation where she had to 

negotiate her personal understanding of her identities as a teacher against the 

realities of her students, colleagues, and the institution.  

The conflict between the hierarchical culture that is considered important in the 

Indonesian classroom context and the values of egalitarianism between students 

and teachers is also found in a study by Nur’Aini, Affini, and Setyorini (2018) on 

118 pre-service English teachers in Central Java, Indonesia. The study used the 

custom of addressing teachers as an illustration of the clash of cultures. The 

hierarchical culture that was encouraged by the school administration and 

mentor teachers of the school was for students to address their teachers as ‘Pak’ 

(Mr.) or ‘Bu’ (Mrs./Miss) followed by their first names. Simultaneously, though, the 

pre-service teachers would like to promote to their students that the common 

custom in English-speaking countries was to address teachers by Mr./Mrs./Miss 

followed by their last names. 
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Moreover, the study found that the pre-service teachers invented a creative way 

to solve this clash of cultures by asking the students to address them by 

Mr./Mrs./Miss followed by their first names, instead of being followed by their 

family names (as there are usually no family names in Javanese context). Nur’Aini 

et al argue that this shows the pre-service teachers’ flexibility and adaptability in 

their teaching contexts. During the process, the pre-service teachers developed 

their professional identities through recognizing the more powerful cultural 

values in the school context but, at the same time, promoting their own beliefs, of 

the importance of introducing English customs to their students. Nur’Aini et al 

concluded that through their engagement with different contextual factors, these 

students were actively crafting their identity by deliberately considering their 

choices, thinking about their actions, and making the decision about their ideal 

professional identities.  

It is interesting to note that while research in employability leans more to the 

perspective of the stakeholders in the macro- and meso-level in defining the labor 

market and how an individual can enter it, research in teacher professional 

identities focuses more on the individual teachers at the micro-level of discourse, 

looking at their development of being employable and the factors influencing the 

development. This article opts for the latter approach.  

By focusing on the process of crafting identities and how contextual factors 

influence this process, the perspectives of the stakeholders serve as factors that 
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the teachers reflect on when viewing their professionalism, not just to meet the 

expectations of these stakeholders, but to acquire a quality of an expert teacher. 

Turner-Bisset (2013) argues that,  

“If one conceives of teaching as a list of skills, qualities, aptitudes 

and dispositions, … then the focus in improving one’s teaching is 

achieving that particular skill or acquiring a quality. However, this 

says nothing about how one does so. The fundamental question 

is: how is this done? The answer is complex, and not merely a 

matter of practising being enthusiastic and ticking a box when this 

has been demonstrated the requisite number of times.” (p. 143) 

Turner-Bisset offers the model of knowledge bases as a way of viewing the 

complex process of becoming an expert in teaching. Within the model, Turner-

Bisset views the process of crafting professional identities as not only having the 

full range of professional knowledge bases, but also considering them, using them 

in the preparation of teaching, and reflecting on episodes of teaching (p. 144).  

Considering the usefulness of the model of knowledge bases in analyzing this 

article data, the following section presents and discusses the history of research 

into teacher knowledge, and the model of knowledge bases in detail.  

Knowledge bases of Teaching 
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Generally, research in teacher knowledge leans toward teachers' practical 

knowledge, arguing that only teachers know best about the situation and context 

of their profession (Clandinin & Connelly, 1996; Elbaz, 1983; Schön, 1983; 

Shulman, 1986; Turner‐Bisset, 2013). Hence, this strand of research focuses more 

on discovering the most influential factors that surround teachers’ practices and 

experiences, and shape their knowledge. The standardization of what teachers 

know and practice, and which experiences are deemed valuable for their status 

as ‘certified’ teachers and eventually ‘employable’, are set by the government and 

often come from academics’ research, rather than from practice-based evidence 

of the teachers, as the objects of these standardizations.  

This criticism has been expressed by Shulman (1986). He argues that policymakers 

in the US context often justified the policies regarding teachers’ qualifications 

using evidence from research into teacher’s knowledge of subject matter, and 

their effectiveness in teaching.  He called for a more coherent theoretical 

framework of teacher knowledge, which attempted to codify teacher knowledge 

into domains and categories of knowledge in the teacher’s mind. The codification 

of teacher knowledge resonates with this article as it will be useful in analyzing 

the constituents of teacher professional identities.  

Earlier, a similar call, for more attention to practice-based knowledge, was voiced 

by Scho ̈n (1983). He criticized the paradigm of Technical Rationality in the 

discussion of professional knowledge. According to this paradigm, academics 
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were the sole generator of research-based knowledge, which practitioners should 

follow and apply to solve well-defined problems in their professional life. Schön 

argued that practitioners did not face well-defined problems in real life that could 

easily be solved using research-based knowledge. Instead, practitioners would 

continuously redefine the problem based on the context, act upon the problem, 

and reflect on their action, in preparation for upcoming problems. Therefore, 

attention must be given to this practice-based knowledge. This article attempts to 

give attention to teachers' practices in their professional life.  

Shulman's (1986, 1987) codification is called a knowledge base for teaching, and 

the types of teacher knowledge included in the base are content knowledge, 

general pedagogical knowledge, curriculum knowledge, pedagogical content 

knowledge, knowledge of learners and their characteristics, knowledge of 

educational contexts, and knowledge of educational ends, purposes, and values, 

as well as their philosophical and historical grounds. Among these seven 

categories, he emphasized special interest in pedagogical content knowledge 

because he argued that “it identifies the distinctive bodies of knowledge for 

teaching” (Shulman, 1987, p. 8).  

Turner-Bisset (2013, 1999) further expanded Shulman’s model of knowledge 

bases for teaching by providing sub-types of knowledge and included substantive 

knowledge, syntactic knowledge, and beliefs about the subject (used to be 

‘content knowledge’ in Shulman’s); curriculum knowledge; general pedagogical 
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knowledge; knowledge/models of teaching; knowledge of learners (both empirical 

knowledge and cognitive knowledge of learners); knowledge of self (missing in 

Shulman’s); knowledge of educational contexts; and knowledge of educational 

ends, purposes, and values. Turner-Bisset (2013) argues that expert teaching is 

about the usage of the fullest form of pedagogical content knowledge, or “the 

blending of content and pedagogy into an understanding of how particular topics, 

problems, or issues are organized, represented, and adapted to the diverse 

interests and abilities of learners, and presented for instruction.” (p. 13). 

Turner-Bisset's (2013) model is a useful reference when explaining this article data 

because it discusses professional identities both as a product and a process. 

Within the framework, the knowledge bases for teaching, i.e., the list of skills, 

qualities, aptitudes, and dispositions as expressed in the published standards set 

by the stakeholders, become sources for the teachers to use to consider, plan, 

execute, and reflect on the teaching process, and eventually their professional 

identities. In this process, Turner-Bisset (2013) describes how:  

“The knowledge bases can first be considered separately and then 

as part of the whole professional knowledge base of pedagogical 

content knowledge. Linked to them all is the key notion of 

representation. What follows is a brief consideration of each 

knowledge base as a way of considering teaching: preparing for 

teaching and reflecting on episodes of teaching.” (p.144) 
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Similarly, this article follows these steps: firstly by considering the constituents of 

professional identities, and secondly by focusing on how teachers reflect on those 

constituents. These steps are my response to the call for practice-based evidence 

in knowledge voiced by Shulman (1986) and Scho ̈n (1983).  

Mismatches of Employability Constructs 

In studies of employability, there seems to be a divide in understanding how 

graduates transition into employment. On one side, higher education, in realizing 

its role in preparing and developing the employability skills of its graduates, 

prepares models for employability that supposedly meet employers' 

expectations. On the other side, employers found that these employability skills 

were not necessarily the ones that they required. Higher education and employers 

as the stakeholders of graduates’ employability in the meso-discourse level of 

employability discourse have different expectations of graduates.  

Frankham (2016) found a series of mismatches between definitions of 

employability in use in the higher education context and the expectations of the 

graduates' employers. Similar criticism has also been voiced by Cranmer (2006) 

and Rae (2007). While higher education institutions, in general, refer to 

employability as a set of skills, knowledge, and personal attributes which the 

graduates can attain during their university education, employers do not 

necessarily believe that the graduates can learn the skills that the employers 
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demand of them merely from their education at the universities. Cranmer, for 

instance, raises a concern that: 

“whilst substantial resources are being committed to the 

development of employability skills in classrooms, there was no 

confirmation in the study that these efforts had a significant 

independent effect on graduate labour market outcomes… This 

finding could well ‘reflect a degree of “mismatch” for some 

graduates between the skills acquired at university and the skills 

they are required to use in employment’” (p. 182).  

In addition to the mismatches in what is meant by a person’s employability 

between higher education and employers, it must be noted that a person's 

individual qualities are generally ones that are ‘imposed’ or depicted by external 

forces. An example of this is a research brief that was developed by Hillage and 

Pollard (1998). This work was commissioned by the British Department of 

Education and Employment (DfEE). It comprised a review of literature and results 

of discussions with DfEE officials and others to inform policymakers in developing 

future policies in education and employment.  

The work succinctly summarized the key points of employability, including the key 

individual characteristics that a person must display to secure a job. However, the 

discussions were primarily from the macro- and meso-levels of discourse about 
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employability (government, higher education, and employers). For instance, at the 

end of the brief, the focus is on the priorities of action and issues for public policy, 

the state and the employers to take on. For instance, the state is exhorted to raise 

“the skill profile of the existing workforce, especially at lower levels to boost 

flexibility and competitiveness” (p.3), and to create targeted policies. The key 

priorities for employers are “to help key groups of staff to develop both those 

assets which have explicit, immediate value to the organisation as well as those 

transferable ones which have a wider, longer term currency, thereby engendering 

a sense of security, encouraging commitment, risk taking and flexibility among 

employees.” (p.3). For individuals, the brief only sees “the need is to boost those 

aspects of their employability which will most enhance their opportunities in the 

light of their circumstances.” (p. 3).  

The different expectations of stakeholders at the meso- and macro-levels, of what 

makes a person employable, may lead to differences in how a person develops 

his employability, and how graduates make strategic decisions about which ‘face’ 

to present, depending on who is watching. Tymon (2003) illustrates university 

students’ strategic decisions, in developing the skills that the employers want, to 

ensure their future employment, as they “agreed that employability involved 

possession of skills linked to the needs of employers” (p. 850). 

Similarly, in research into teacher professional identities, teachers often 

experience conflicting ideas about “professionalism” coming from different 
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stakeholders at the macro- and meso-levels, most notably the different 

expectations that they have during their teaching training in higher education and 

during their actual teaching at the schools. For instance, a participant in Flores 

and Day’s (2006) study compared her experience as a pre-service teacher and as 

a new teacher in practice by saying: 

“Sometimes you had to work against your own beliefs… they were 

the supervisors and they were assessing you… I had to teach 

according to other people’s perspectives… Now I teach my way and 

not according to other people’s ideas…” (p. 225).  

However, the study participants may present a different ‘face’ to the school culture 

and leadership, in which they comply with the norms and values of the schools as 

a way to survive in the new job, even if these did not match their own beliefs and 

values. As Flores and Day put it, “most of them, according to their own accounts, 

tended to adopt an attitude of ‘strategic compliance’ as time went on.” (p. 229).  

As Varghese et al. (2016) pointed out in the foreword of a TESOL Quarterly Special 

Edition on Language Teacher Identity, essentialist categories are often associated 

with the profession of teachers. Several studies in language teacher identity, for 

instance, found that in order to be considered as qualified teachers and positively 

evaluated by potential employers, individuals must assume certain qualities, 

defined and enforced by other stakeholders, such as government, professional 
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bodies or employers. However, as it has been established in the previous 

discussion of employability, displaying certain employable identities does not 

necessarily land an individual a job, as some contextual factors also influence his 

chances. 

For instance, one of the constituents of language teachers’ professional identities 

is one’s status as a native or non-native speaker of the language that s/he teaches. 

This topic has drawn much debate and been researched extensively (see, for 

instance, Aneja, 2016; Ellis, 2016; Kang, 2015; Mora, Trejo, & Roux, 2014). Being a 

native speaker of the language that an individual teaches, for instance, is one of 

the favorable constituents of identities perceived by potential employers (Clark & 

Paran, 2007). In a survey that Clark and Paran conducted in the UK among 

employers, they found that 72.3% of the 90 respondents perceived the status of 

native English speakers to be either moderately or very important in hiring 

decisions. Although the employers in this survey also rated teaching 

qualifications, performance in the interview, teaching experience, and educational 

background to be important, Clark and Paran argued that if an employer rates the 

status of a native speaker of English to be very important, it may cause the 

employer to exclude a candidate from the opportunity for an interview, even 

though the candidate may have a strong teaching qualification or teaching 

experience.   
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From the employees' perspective, a study by Hahl & Paavola (2015) in Finland of 

20 teachers who are not native Finnish or English speakers concluded that they 

experience difficulties finding employment because of their lacking “strong 

enough” Finnish skills or native English skills.  Although all participants in Hahl and 

Paavola’s study felt that the fact that they were qualified and educated to become 

a teacher in Finland made them competitive in the job market, and having the 

same qualification as their Finnish colleagues, they felt that potential employers 

did not recognize the qualification that they received from the host country. In 

some cases, participants also pointed out that their prior teaching experiences as 

substitute teachers in Finland classrooms were beneficial and made them more 

confident in getting a job. However, they usually did not get a more permanent 

teaching position because of their lack of Finnish or English language skills.  

The status of language mastery, as reflected in the characteristic of being native, 

is not the only essentialism associated with the profession of teachers, as 

suggested by Varghese et al. (2016). Teachers have often faced the challenge of 

standardization in their professional identities, achieved through a certification 

program. For instance, at the state level, many countries set the standards of 

teachers’ performance through policies and regulations. These standards do not 

only apply to those who are already teachers, but also to future teachers. For 

example, it is common for the government to set regulations and procedures in 

assessing in-service teachers’ competences, in order that they can achieve formal 
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recognition of their professional qualification, such as the requirement to attain 

Qualified Teacher Status (QTS) through Teachers’ Standards in the UK or to be 

certified by National Board for Professional Teaching Standards (NBPTS) in the US. 

In the UK context, Teachers’ Standards stipulate that: 

Teachers make the education of their pupils their first concern, 

and are accountable for achieving the highest possible standards 

in work and conduct. Teachers act with honesty and integrity; have 

strong subject knowledge, keep their knowledge and skills as 

teachers up-to-date and are self-critical; forge positive 

professional relationships; and work with parents in the best 

interests of their pupils. (UK Department for Education, 2011) 

Whereas in the US context, Park, Oliver, Johnson, Graham, and Oppong (2007) 

report that NBPTS grants the recognition and reward of outstanding teaching 

through certification, which requires teachers to complete “performance-based 

assessments consisting of portfolio entries and assessment center exercises” (p. 

369).  

For future teachers, several countries specify the standards of teacher education 

programs. For example, to get Qualified Teacher Status in the UK, the government 

set several paths that future teachers could choose, including through the 

Postgraduate Certificate in Education. Another example of future teachers' 
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standards is in Indonesia, where the government issued a specific ministerial 

regulation in 2017 on teacher education standards.  

The drive toward standardization is logical. It is generally accepted that teachers’ 

competence in teaching, including the knowledge that teachers possess, is 

instrumental in providing quality learning that the students will experience and it 

may positively affect students’ achievement. This is reflected by evidence from 

research. For instance, Darling-Hammond's (2000) study on policies of teacher 

certification and degree qualification among US states found that:  

“Teacher quality characteristics such as certification status and 

degree in the field to be taught are very significantly and positively 

correlated with student outcomes.” (p. 23) 

This finding is confirmed by Hattie's study (2003), on the differences between 

expert and experienced teachers, in correlation with students’ achievements.  

Hattie points out the specific achievements of students when taught by expert 

teachers:  

“Students who are taught by expert teachers exhibit an 

understanding of the concepts targeted in instruction that is more 

integrated, more coherent, and at a higher level of abstraction 

than the understanding achieved by other students”. (p. 16) 
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In any case, standards of certification do not necessarily guarantee teachers will 

get or maintain a job. Citing results of surveys conducted on TESL Ontario 

members in 2013, Morgan (2016) pointed out that out of 1,327 respondents (30% 

of the membership), the data show only 37% of the members were employed with 

full-time ESL teaching work, whereas 31% of them were on part-time employment 

and 21% were not employed at the time of the survey.  (p. 719). 

Mismatches in the construct are one of the problems that potentially influence 

the process of crafting identities, and it is interesting to see if such mismatches 

occur in this article. To better explain problems such as mismatches of constructs 

and the like, the theory of practice architectures may offer a useful lens for this 

article. 
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