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This article presents the results of a scoping review designed to explore the current state of knowledge about the educational development of university teachers. More specifically, the study examined the definitions attributed to educational development, its aims, the factors that foster it and the variables studied in this field. A thematic analysis was conducted on 98 scholarly documents published between 2000 and 2022. The results indicate that the field of educational development is mainly characterized by ideological and political rather than scientific dimensions. Consequently, the focus is on desired changes in educational development, reflecting a high degree of desirability. Furthermore, the results highlight the individualistic nature of the starting point of professional learning process, suggesting that institutional conditions and resources should be adapted to accommodate the diversity of learning trajectories. This study contributes to a comprehensive understanding of the complex landscape surrounding the educational development of university teachers, highlighting the need for nuanced approaches to promote teaching quality and professional development in the context of higher education.
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1 Introduction

As Higher Education institutions strive to enhance the quality of teaching and learning, educational development of university teachers has garnered significant attention. Considered a field of research and practice in and of itself (Frenay et al., 2011), educational development aspires to the rank of academic discipline (Lee and McWilliam, 2008). However Saroyan and Trigwell (2015) concluded that the field “is still nascent and a long way from becoming a fully-fledged discipline” (p. 99). Furthermore, because university teachers are hired foremost for their professional or research expertise within their disciplines (e.g., geography, nursing, history, etc.) there remains a gap concerning their professional expertise and credentials for teaching in Higher Education.

To address this gap, since the 1990s we have witnessed the growth of Teaching and Learning Centers within universities (Gosling, 2009). This trend has led to the popularization of the Scholarship of Teaching and Learning (SoTL) (Tight, 2018), the emergence of journals devoted to research in Higher Education (e.g., International Journal for Academic Development, International Journal of Teaching and Learning in Higher Education) and the continuously evolving slate of training activities offered to new teachers, some of which have been made compulsory (Gibbs and Coffrey, 2004; Ödalen et al., 2019). Attempts to guide and support these efforts resulted in numerous studies seeking to conceptualize and explore the various dimensions of educational development.

Educational development herein refers to the efforts aimed at improving teaching and the subsequent learning of students (Ouellett, 2010; Amundsen and Wilson, 2012). Studies on this subject show that factors influencing educational development are numerous, varied, and contextualized. The role of the institution is crucial in determining the actions taken through training opportunities offered to teachers, and the contribution of institutional culture is noteworthy (Knight and Trowler, 2000; Roxå and Mårtensson, 2009; van Lankveld et al., 2017). In this regard, studies focusing on educational programs and training report positive effects on teaching and learning (e.g., Weurlander and Stenfors-Hayes, 2008; Chalmers and Gardiner, 2015; Ödalen et al., 2019). Different modalities are implemented in these trainings, namely inquiry approaches such as the Scholarship of Teaching and Learning (SoTL) (e.g., Hubball et al., 2010; Kelly et al., 2012; Rege Colet and Berthiaume, 2012; Allin, 2014) or self-study (Attard, 2014; Richards and Ressler, 2016), as well as mentoring (Balmer et al., 2011) and student evaluation of teaching (Bovill et al., 2011; Knol et al., 2013), which provide external perspectives on teaching practices. However, these different modalities do not yield the same outcomes, and diversifying educational development modalities could enhance their transformative effects (Kennedy, 2014). Various studies also demonstrate the effects of informal discussions among colleagues on teaching practices (Roxå and Mårtensson, 2009; Thomson and Trigwell, 2018), showcasing the diversity of educational development options. However, engaging in such activities is sometimes insufficient for learning to be transferred into practices (Gayle et al., 2013). Disciplinary affiliation (Lueddeke, 2003; Lindblom-Ylänne et al., 2006; Stes and van Petegem, 2011a; Kálmán et al., 2020), experience (Knight and Trowler, 2000; Huston and Weaver, 2008; Austin and Sorcinelli, 2013; Bergman, 2014; Ödalen et al., 2019), status (Quinlan and Åkerlind, 2000; Roxå et al., 2008; Gautreau, 2011), and personal theories on teaching and learning (Åkerlind, 2003; Roxå and Mårtensson, 2009; Kreber, 2010; Kálmán et al., 2020) are among numerous individual factors interfering in this process.

Given the complexity of educational development and the unpredictability of its outcomes, a scoping review deemed necessary to synthesize the broad spectrum of existing studies and identify research gaps. Thus, our goal was to investigate current trends and practices in educational development of university teachers. More specifically, we aimed to explore the literature to fathom how educational development is defined in scholarly articles, the aims it seeks to achieve, the conditions that foster or hinder educational development success, and the nature of variables included in these studies. By mapping these variables, we sought to contribute to the ongoing discourse on teachers' educational development in Higher Education. Such a review will provide a comprehensive understanding of the current state of research, highlight the diversity of educational development practices, and offer insights into the value of different development initiatives for teachers, thereby guiding future research and policy-making in university teaching development.



2 Methods

A scoping review methodology (Arksey and O'Malley, 2003) was used to document and provide a snapshot of the state of knowledge on the educational development of university teachers. The scoping review is a useful way of mapping, summarizing, and disseminating research findings. Unlike a systematic review, a scoping review is not intended to be exhaustive, but rather to provide an overview of a topic in order to identify themes and trends. Using Arksey and O'Malley's (2003) framework, we carried out this scoping review in five key steps: (1) specify the research questions, (2) identify relevant literature, (3) select studies, (4) map out the data, and (5) summarize, synthesize, and report the results. The research questions that guided our study were as follows: How is educational development of university teachers defined in the literature? What are the aims of educational development? What conditions promote or inhibit the success of educational development? What types of variables are examined in studies on the educational development of university teachers?

To identify relevant literature, we searched for empirical and theoretical texts relating to educational development of university teachers using specific keywords in five databases (Table 1). Criteria used for selection were restricted to peer-reviewed articles published in French and English between 2010 and 2022. However, a snowballing technique was used to identify relevant documents cited by selected papers which were published before, or during, the time period initially covered by our review. Texts concerning teachers in clinical settings were excluded from our search since teaching conditions in such settings are known to differ greatly from the university settings.


TABLE 1 Keywords and criteria used for the selection of relevant literature.

[image: Table 1]

To map out the data and provide a wide-angle view of the subject, we used a thematic analysis approach (Braun and Clarke, 2006, 2022; Paillé and Mucchielli, 2016) which started by VJ (1) familiarizing with the data through reading the selected articles. Using NVivo 12, the following steps consisted of (2) extracting and coding data according to initial research questions, (3) generating initial and emerging themes, and (4) refining, defining, and naming themes. After (5) mapping out the data in a table, (6) VJ shared and discussed the results with MB until reaching agreement on themes and coded data. The next step conducted by VJ consisted of (7) summarizing, synthesizing, and reporting the results. At last, the data analysis phase was concluded thorough (8) reviewing and validating the results with MB and NF.



3 Results

The selection process resulted in 98 documents, including 12 theoretical texts, 8 literature reviews, 74 articles presenting the results of empirical research and 4 doctoral theses. Of these, 29 were published between 2000 and 2010, 39 between 2011 and 2015 and 30 between 2016 and 2022. In terms of empirical research, we note an over-representation of research from English-speaking geographical areas (n = 39), compared with Scandinavian (n = 14), French-speaking (n = 12), other European (Germany, Netherlands, etc.) (n = 10) or multiple (n = 3) geographical areas. As for the methodologies employed, 42 studies used a qualitative design, 21 used a quantitative design and 15 used a mixed methodology. The studies are composed of samples of varying sizes: 31 studies have fewer than 25 participants, 26 studies have between 25 and 100 participants, 15 studies have between 101 and 500, and 6 studies were composed of more than 500 participants.

It's worth mentioning that when searching for relevant texts, we were confronted with numerous texts recounting experiences, such as educational inquiry for professional development purposes or evaluations of various initiatives related to the educational development of university teachers. While the primary purpose of a scoping review is not to assess the quality of studies (Rumrill et al., 2010), we noticed varying degrees of quality in texts that could have met the established inclusion criteria (peer-reviewed and relevant to the topic). However, despite the conceptual and methodological rigor of some of them, we have given priority to empirical studies, even if the boundary between text types can sometimes be confusing.


3.1 Definitions given to the educational development of university teachers

There is no consensus on how to name the phenomenon of learning to teach in a university context, and like others before us (Stes and van Petegem, 2011a; Amundsen and Wilson, 2012; Saroyan and Trigwell, 2015), we note a variety of terminologies to refer to it, both in English and in French. Among the terms most frequently used in English are faculty development, academic development, educational development, instructional development, professional development, continuing professional development, professional learning and professional growth. While several terms are used synonymously by authors (Amundsen and Wilson, 2012; Mårtensson, 2014), others distinguish between the terms (Frenay et al., 2011; Stes and van Petegem, 2011a; Demougeot-Lebel and Lison, 2022). Some even go so far as to say that professional development and its translation in French (développement professionnel) do not quite refer to the same thing (Demougeot-Lebel and Lison, 2022), or add new synonyms by saying, for example, that “the terms faculty development and Scholarship of Teaching and Learning are interchangeable” (Bridges, 2012, p. 3). This lack of definition greatly contributes to the confusion and makes consensus difficult.

There seems to be a more perceptible distinction whether the term is “development” or “learning.” On the one hand, it seems that the term “development” can be confusing and lends itself to a variety of interpretations. It is likely to be interpreted as an insufficiency, or as a gap to be filled (Nicholls, 2005; van Schalkwyk et al., 2015), where gaps are usually determined by external mechanisms such as standards or administrators (Nicholls, 2005). As a result, the use of the term “development” may encounter resistance on the ground (Thomas et al., 2011). However, in her study of variations in the meanings given to the development by university teachers, Åkerlind (2003) shows that the subjects interviewed tended to perceive development as the growth of something. It would be therefore essentially a question of perspective, between a gap to be filled or a gain to be achieved. On the other hand, the definitions given to development (professional, pedagogical, etc.) tend to adopt an institutional point of view, meaning that the focus is more on the activities and resources offered to support teachers in improving their teaching practice and/or student learning (King, 2004; Steinert et al., 2006; Bridges, 2012; Mårtensson, 2014; Taylor and Znajda, 2015). By directing attention to the supply aspect of the equation, important parameters of the developmental process are overlooked, such as the value of experience, reflection, interaction, and feedback, as well as the influence of contexts, professional identity, and personal agency throughout this process. Following this, many researchers prefer “not to use the term “development” [...] so as not to undermine the role and agency of academics in the development process” (Saroyan and Trigwell, 2015, p. 93). While some definitions that use the notion of development still consider the individual perspective (e.g., Nevgi and Löfström, 2015; Demougeot-Lebel and Lison, 2022), many will instead use the concept of professional learning (Knight et al., 2006; Webster-Wright, 2009; Saroyan and Trigwell, 2015; van Schalkwyk et al., 2015; Ambler et al., 2020), taking greater account of the interactions between structural and individual dimensions. Thus, we identify a tendency to position teachers as learners in a given context, and in this perspective, some studies mobilize conceptual frameworks related to learning, and more specifically to theories related to adult learning (Bridges, 2012; Gayle et al., 2013; Phillipson et al., 2018; Tinnell et al., 2019).

More generally, it appears that the notions used to designate the learning process in higher education are poorly defined and conceptualized in the scholarly work in our sample. Educational development and related terms are therefore frequently used in a common-sense perspective, with no specific theoretical underpinnings. When concepts are defined, the foundations of the proposed definitions appear to be weak and tend to be based mainly on the authors' personal reflections. Research by Åkerlind (2003) stands out for having empirically probed the meanings attributed to growth and development by university teachers (perceived as a gain). As indicated by Webster-Wright (2009), a study conducted by Friedman and Phillips (2004), who also investigated definitions attributed to continuing professional development among practicing professionals, revealed three categories of perceived meanings: (1) updating, (2) training, and (3) from an institutional point of view, regulating and structuring the profession. Such variation in meanings given to educational development, along with its growing popularity both in practice and research, raises the question of its purposes in the university context.



3.2 Aims of educational development in university

Many of the definitions presented in the articles identify teaching improvement as the goal of educational development, ultimately leading to improving student learning (Weurlander and Stenfors-Hayes, 2008; Sutherland, 2018). This argument greatly limits the scope for debate, and the question it raises is why these improvements are now considered a “necessity” (Saroyan and Trigwell, 2015). The justifications found in this sense are at cultural, contextual, pedagogical and individual levels, allowing us to identify external and internal forces that shape the aims of educational development.

First, the need for educational development is largely justified by the contextual and cultural changes in which academic institutions are evolving, and which are having an impact on academic cultures. Neoliberal logic and the application of New Public Management principles are pointed by many to explain the changes universities are undergoing (Ylijoki and Henriksson, 2017; McCune, 2019; Laiho et al., 2020). These external forces weighing on universities inevitably generate cultural changes within academic institutions. As Leibowitz (2014) points out “the focus and purpose of academic development is influenced, if not determined, by the policy and cultural environment in which it functions” (p. 358). This can be seen, for example, in economic pressures and constraints (Ferman, 2002; Åkerlind, 2005), a climate of competitiveness (Ylijoki and Ursin, 2013; McCune, 2019; Kálmán et al., 2020), the increasing influence of governing bodies and the market in university institutional policies (Mathieson, 2011; Skelton, 2012) and by increased accountability of academic and institutional performance (Åkerlind, 2005; Smith, 2017). This frames what is expected of higher education, namely quality education designed to prepare competent students for a competitive workplace (Skelton, 2012; Laiho et al., 2020). In this perspective, researchers are observing a rise in standards linked to the quality of teaching (Ferman, 2002; Shaw, 2018) as well as a desire to professionalize higher education (Lueddeke, 2003; Skelton, 2012; Austin and Sorcinelli, 2013; Albero, 2015; Bailly et al., 2015; Shaw, 2018; Ödalen et al., 2019), justified in particular by a lack of initial teacher training (Ferman, 2002; Amundsen and Wilson, 2012; Leibowitz, 2014) and a lack of preparation for teaching (Steinert et al., 2006; Demougeot-Lebel and Perret, 2011a; Taylor and Znajda, 2015; Ménard et al., 2020). We also note that educational development can be presented as a political injunction, particularly in articles from the UK (King, 2004; Nicholls, 2005; Knight et al., 2006; Pickering, 2006). Following this, educational development can be encouraged with the aim of supporting institutional change in higher education toward a particular worldview (Steinert et al., 2006; O'Sullivan and Irby, 2011; McQuiggan, 2012; Austin and Sorcinelli, 2013).

In addition to the massification of higher education (Ferman, 2002; Austin and Sorcinelli, 2013) and technological advances (Gautreau, 2011; McQuiggan, 2012) that generate pressure on university teachers, pedagogical arguments are also raised to legitimize the need for educational development. Among the desired pedagogical changes, we find the adoption of a student-centered approach (Åkerlind, 2007; Skelton, 2012; Jääskelä et al., 2017), active methods (Phillipson et al., 2018; Vermote et al., 2020), evidence-based teaching practices (Webster-Wright, 2009; Gibbs, 2013; Tinnell et al., 2019) and a scholarly approach to teaching (Roxå and Mårtensson, 2009; Thomas et al., 2011). The adoption of a student-centered approach appears to be the most frequently studied desired change, particularly in relation to the effects of teacher training. To achieve this, many studies have used the Approaches to Teaching Inventory (ATI) questionnaire developed by Prosser and Trigwell (1999) (e.g., Lueddeke, 2003; Gibbs and Coffrey, 2004; Norton et al., 2005; Lindblom-Ylänne et al., 2006; Postareff et al., 2007; Hanbury et al., 2008; Light et al., 2009; McKenna et al., 2009; Stes and van Petegem, 2011b; Lameul et al., 2014; Nevgi and Löfström, 2015; Taylor and Znajda, 2015; Ödalen et al., 2019).

Finally, on an individual level, continuous learning is generally expected across all professions (Webster-Wright, 2009), and university teachers generally see it as a responsibility (van Schalkwyk et al., 2015). From this perspective, Ambler et al. (2020) conclude that “professional learning is intrinsic to being an academic” (p. 845). The motivations underlying university teachers' professional learning may differ from one individual to another. In fact, Åkerlind (2005) has identified six different motivations that may be sought when university academics consciously engage in such a process: (1) becoming more productive and efficient; (2) achieving academic credibility and recognition; (3) ongoing improvements in the quality and effectiveness; (4) ongoing accumulation of personal knowledge and skills; (5) increasing depth and sophistication of understanding in the field; and (6) contributing to disciplinary growth or social change. We also note various areas in which teachers might want to evolve, namely the acquisition of comfort and confidence in teaching, followed by mastery of teaching and learning content, teaching materials and/or teaching strategies, and student learning (Åkerlind, 2003; Gayle et al., 2013; Korhonen and Törmä, 2016). Kugel (1993) established a close relationship between these areas of development and the experience of university teachers, presenting a rather linear process that evolves with experience. Insofar as individuals are experts in the discipline being taught and begin their careers as novice teachers (Pickering, 2006), the development of teaching confidence is thus frequently associated with novice teachers (Sadler, 2013; Mahon et al., 2022). This area of development can also be seen as a prerequisite for the development of pedagogical skills (Sadler, 2013). However, Gayle et al. (2013) suggest that this is more of a circular process, linked to variations in teaching experience (Åkerlind, 2003). Indeed, the introduction of something new (content, practice, context) is likely to generate uncertainty and lead to a loss of confidence among teachers (McNaughton and Billot, 2016), showing that this sense of discomfort is not exclusive to novices and can punctuate the career path.



3.3 Factors that foster educational development

Because the educational development of university teachers is highly contextualized (Nicholls, 2005; Austin and Sorcinelli, 2013; Taylor and Znajda, 2015; Laiho et al., 2020), institutional culture, practices and norms emerge as an important factor in the process. Conflicting expectations between research and teaching are often raised as a barrier to educational development (King, 2004; Nicholls, 2005; Light et al., 2009; Stes and van Petegem, 2011a; Rege Colet and Berthiaume, 2012). Since research enjoys a high profile, particularly in terms of institutional influence and professional recognition (Light et al., 2009; McCune, 2019), teachers may be inclined to focus their efforts on research rather than teaching considering that excellent teaching “would not lead to promotion or tenure” (Sutherland, 2017, p. 14). Thus, valuing teaching and supporting teaching improvement within an institution is likely to stimulate teachers' engagement in teaching (Gibbs and Coffrey, 2004; Hanbury et al., 2008; Stes and van Petegem, 2011a; Jääskelä et al., 2017; van Lankveld et al., 2017). Valuing teaching in institutional policies is therefore seen as a facilitating condition. Consequently, a culture of support and recognition of teaching, as well as the allocation of time and resources to teachers' educational development holds great importance (King, 2004; Mårtensson, 2014; Taylor and Znajda, 2015; van Schalkwyk et al., 2015; Jääskelä et al., 2017; Kálmán et al., 2020).

The development of teacher identity would contribute significantly to learning to teach (Warhurst, 2006; McAlpine et al., 2014), as would agentivity (Skelton, 2012), that is “how [they] construct themselves as active subjects” (Nevgi and Löfström, 2015, p. 54). In this sense, agency, commitment, and motivation to evolve in one's role as a teacher would play a decisive role in educational development (McKenna et al., 2009; Mårtensson et al., 2011; McQuiggan, 2012; Gayle et al., 2013), and significant resistance can arise when there are insufficient reasons to motivate teaching improvement (Gayle et al., 2013). For example, some may not have aspired to teach (Nevgi and Löfström, 2015; Ylijoki and Henriksson, 2017) and in this case the desire to improve as a teacher may not be a priority. Motivations for change in the teaching role can be external, interpersonal, or personal in nature (Knight et al., 2006). In terms of motivations external to the individual, we find factors related to working conditions and context, such as salary, reward systems, career advancement, promotions, opportunities, policy compliance, etc. (Nicholls, 2005; Knight et al., 2006; Gautreau, 2011; Sutherland, 2017). Regarding interpersonal motivations, these essentially involve exchanging and sharing experiences with other colleagues, and sowing interest in issues related to teaching and learning (Knight et al., 2006; Taylor and Znajda, 2015). Interactions with students are also important for stimulating personal motivation to improve (Pickering, 2006; Trede et al., 2012; Korhonen and Törmä, 2016; McNaughton and Billot, 2016; van Lankveld et al., 2017; Walder, 2017; Laiho et al., 2020) or constraining it, by having passive behaviors, for example (Stes and van Petegem, 2011a; Thomas et al., 2011). As for personal motivations, they are closely correlated with personal interests in teaching (curiosity, passion, etc.), personal values (Kreber, 2010; Remmik et al., 2011; Lameul et al., 2014; Warr Pedersen, 2017; McCune, 2019) and felt needs in relation to teaching and learning (Knight et al., 2006; McAlpine et al., 2009; Gayle et al., 2013; Kiffer, 2016; Thomas et al., 2016). For many, it is thus preferable that the supply of activities supporting educational development be consistent with these needs to stimulate teacher motivation and ultimately, learning (Nicholls, 2005; Gautreau, 2011; Saroyan and Trigwell, 2015; Taylor and Znajda, 2015).

In addition to being consistent with perceived needs, volition also emerges as a significant condition for professional learning and the evolution of teaching practices (Knight and Trowler, 2000; Trowler and Cooper, 2002; Mälkki and Lindblom-Ylänne, 2012; Gayle et al., 2013; Saroyan and Trigwell, 2015; Jääskelä et al., 2017; McGrath, 2017; Tinnell et al., 2019). Although educational development modalities can be informal or formal and learning may be intentional or unintentional (Knight et al., 2006), when modalities are imposed, various consequences are likely to arise. According to Knight and Trowler (2000), imposition accentuates the risk of establishing a culture of conformity, in stark contrast to the culture of academic freedom (Jääskelä et al., 2017). Consequently, imposed educational development modalities can give rise to negative feelings in individuals (Knight and Trowler, 2000), decrease their motivation (Mälkki and Lindblom-Ylänne, 2012) and constrain changes in pedagogical practices (Mälkki and Lindblom-Ylänne, 2012; Jääskelä et al., 2017; McGrath, 2017; Tinnell et al., 2019; Kálmán et al., 2020). Moreover, it is generally accepted that initiatives that take place over time are more likely to have a significant impact (Stes et al., 2010; Saroyan and Trigwell, 2015; Ménard et al., 2020). Little research has focused on the long-term effects of educational development activities for university teachers. However, Tinnell et al. (2019) observe that it is common for the effects of an initiative to fade at the end of an educational development experience, although some acquired strategies persist over time.

The act of teaching is generally connected to the emergence of needs. In this sense, the role of action in learning to teach holds significance (Phillipson et al., 2018). Some researchers also note that teaching experience often precedes the need to develop (Åkerlind, 2003; Korhonen and Törmä, 2016), and that this practical experience would facilitate the integration of new learning (Ödalen et al., 2019). Moreover, introducing changes to teaching practices and challenging comfort and inertia would in itself be generators of learning (McAlpine et al., 2009; Amundsen and Wilson, 2012). In this regard, it is interesting to note that experimenting with new teaching methods is the most frequent development activity among university teachers interviewed in the study by Kálmán et al. (2020). Critical incidents are also frequently evoked as triggers for professional learning. Critical incidents (Knight et al., 2006; Bridges, 2012; Wagenheim, 2014) could be defined by a destabilizing moment in the action, such as a confronting situation with students (Trautwein, 2018), which disrupts existing beliefs (Pickering, 2006) and triggers various emotions (Gobeil-Proulx et al., 2018). The role of discomfort (Trede et al., 2012) and the emotions experienced as a result of action would therefore have a non-negligible role in educational development (Sadler, 2013; Wagenheim, 2014).

The value of reflection about and during action for professional learning is widely recognized (Mälkki and Lindblom-Ylänne, 2012; Wagenheim, 2014; Nevgi and Löfström, 2015; Saroyan and Trigwell, 2015). In doing so, the deployment of reflexive processes is crucial for making sense of experiences, facilitating learning, and evolving within the profession (McQuiggan, 2012; Wagenheim, 2014). However, it is important to recognize that reflection can be influenced by teachers' social and professional contexts, and thus orient the process toward existing norms and expectations. In this vein, in addition to a willingness to look critically at one's own teaching, the adoption of a critical attitude toward the teaching traditions of one's faculty or discipline is an important condition for critical reflection (Kreber, 2010; Nevgi and Löfström, 2015), as is the presence of spaces and opportunities that enable it to take place (Mathieson, 2011). While some discuss self-reflection (Phillipson et al., 2018), which can notably be supported through reflective journaling (McQuiggan, 2012; Nevgi and Löfström, 2015) or by engaging in a SoTL process (Bridges, 2012; Gayle et al., 2013), reflection would be deeper when facilitated by a peer (Mårtensson, 2014). More specifically, dialogue and collaborative reflection are said to be powerful (McKenna et al., 2009) as they enable different points of view to be shared, thereby fostering awareness and prompting questioning of the implicit conceptions that influence action (Mathieson, 2011). Critical reflection, engaged with peers and informed by theories of teaching and learning, is more likely to lead to reconceptualization and transformation of practices (Warhurst, 2006).

As well as being conducive to reflection, several studies show the contribution of interactions and collaboration in bringing about effective changes in the teaching practices of university teachers (Knight and Trowler, 2000; Ferman, 2002; Mathieson, 2011; Trede et al., 2012). In this regard, conversations with colleagues, whether they occur as part of a formal activity or spontaneously, have been identified as important in the educational development process (King, 2004; Knight et al., 2006; Roxå and Mårtensson, 2009; Bridges, 2012; Thomson, 2013; Thomson and Trigwell, 2018; Tinnell et al., 2019; Kálmán et al., 2020; Ménard et al., 2020). The autonomy at the source of these exchanges would serve as a strong incentive, whether in selecting colleagues for discussions, determining topics, choosing locations, deciding on the timing, and setting the duration of conversations place (Thomson and Trigwell, 2018). Increased opportunities to meet with colleagues is likely to foster educational development (van Lankveld et al., 2017), in addition to reducing the loneliness and isolation sometimes associated with the role of university teacher (Gayle et al., 2013; van Waes et al., 2015). However, power imbalances between colleagues can be a barrier to collegial relationships (Warhurst, 2006; van Waes et al., 2015), and particularly between novices and experienced teachers. Conversely, it appears that the development of relationships and the establishment of trust over time contribute to reducing power dynamics within those relationships. Value conflicts and lack of consensus can also have a negative impact on these relationships (Stes and van Petegem, 2011a; McNaughton and Billot, 2016). Ultimately, an institutional culture that encourages and promotes individual merit and reward systems can erode collegiality, underscoring the importance of fostering supportive and collaborative professional cultures (van Waes et al., 2015; Kálmán et al., 2020).

Finally, feedback is identified as a tool of choice to support the educational development of university teachers (Knol et al., 2013). Because of a prevailing solitary teaching culture, feedback from peers appears to occur less frequently (Taylor and Znajda, 2015; Korhonen and Törmä, 2016). Nevertheless, peer feedback is said to have great formative potential, particularly for identifying strengths and weaknesses and supporting reflection on one's practices (Gobeil-Proulx et al., 2018). As students are the primary beneficiaries of the teaching experience, student feedback tends to be the most common form of feedback. According to Korhonen and Törmä (2016), student feedback is likely to support the development of self-awareness in teaching and inspire new ideas. Most universities use student feedback questionnaires to provide feedback to teachers. Nevertheless, these questionnaires are intended to aid in the educational development of teachers but also to monitor and assess teaching performance which may factor into decisions regarding tenure, contract renewal, and promotions (Kember et al., 2002). From this perspective, the purposes of this tool can become muddled, with potential confusion between its role in control and its role in development (Rege Colet and Berthiaume, 2012), thereby limiting its impact on educational development (Kember et al., 2002).



3.4 Significant variables in educational development

Various variables were studied in relation to the educational development of university teachers. Experience and disciplinary affiliation were the most significant variables. Variables such as status, gender, and generation (or age) were much less significant but there are several indications that suggest these might be worth considering, particularly concerning the status of the teacher. Indeed, the significance of the status might be especially noteworthy considering the changing landscape of higher education. Like Dawson et al. (2019), we observe that there are more and more teaching-only positions and contract teachers being hired to teach university courses. While Dawson et al. (2019) show that perceptions of the institution's teaching culture vary according to status, others observe how obtaining a tenured position greatly influences the development of a teaching identity (Nevgi and Löfström, 2015; Korhonen and Törmä, 2016), among other things “because of the lack of professional learning experiences provided to sessional staff” (Warr Pedersen, 2017, p. 689). Moreover, tenure-track faculty are more involved in decision-making processes than their contractual colleagues (Dawson et al., 2019), so it is more likely that the latter's needs and preferences are ignored.

As for the effect of gender, a study exploring the career development of new academics by Ylijoki and Henriksson (2017) shows that the difficulty of balancing teaching and research, where teaching takes up a significant proportion of working time, hindering career advancement, was experienced exclusively by women in the sample. Regarding teaching methods, Norton et al. (2005) observed that women were more oriented toward facilitating learning and men toward transmitting knowledge. Concerning the methods used by teachers for developing their pedagogical skills, Kiffer (2016) shows that men and women in the same discipline may not necessarily have the same preferences. For example, women in the science and technology discipline would have greater recourse to self-teaching, while men belonging to the same discipline would favor learning by observation-imitation. In a similar vein, Kálmán et al. (2020) point out that male teachers in the natural sciences are more reluctant to engage in professional development. As for the generational variable, so-called the Y generation, a study conducted by Demougeot-Lebel (2014) shows that generational affiliation has very little effect on pedagogical practices while, in his study, Kiffer (2018) hypothesizes the influence of this variable in explaining the tendency of novice teachers to adopt autonomous development modalities.

The influence of university teachers' experience has been further studied and emerges as an important variable to consider in the educational development process. Depending on the different phases of their career, the needs, challenges encountered, and above all, the meaning given to different aspects of their work may vary (Thomson and Trigwell, 2018). According to Demougeot-Lebel and Perret (2011b), however, despite experience, each individual articulates a range of diverse needs associated with the desire to gain a better understanding of students, to foster easier interactions with them or to overcome a certain sense of discomfort. Some studies have specifically selected their participants based on their experience in university teaching (e.g., Nicholls, 2005; Stes and van Petegem, 2011a; Wagenheim, 2014; Bailly et al., 2015; Kiffer, 2016; McCune, 2019; Mahon et al., 2022), while in other studies, it was considered as an independent variable (e.g., Lueddeke, 2003; Mälkki and Lindblom-Ylänne, 2012; Korhonen and Törmä, 2016; Ödalen et al., 2019; Kálmán et al., 2020). Among studies focusing on a specific level of experience, we find that new teachers attract more attention than experienced teachers. This is primarily because the former are inexperienced in the profession, and that training is frequently provided for them to enhance their skills in the profession. While studies on the effects of teacher training activities may not extensively address teacher experience, it is worth noting that these activities are primarily designed for new teachers (Pickering, 2006; Ödalen et al., 2019). Note that there seems to be no consensus on the number of years of experience that determines what a novice teacher refers to: <7 years (Stes and van Petegem, 2011b; van Waes et al., 2015), <5 years (Simmons, 2011; Thomas et al., 2011; Wagenheim, 2014), <4 years (Kiffer, 2016), <3 years (Norton et al., 2005; Ménard et al., 2020), <2 years (Warhurst, 2006). As for Bailly et al. (2015), novice teachers are not determined by the number of years of experience.

Studies that have focused on novice teachers have therefore often sought to determine the effects of training provided, and particularly on the evolution of conceptions likely to operate within the framework of such training (Gibbs and Coffrey, 2004; Light et al., 2009; Demougeot-Lebel and Perret, 2010; Stes and van Petegem, 2011a; Bailly et al., 2015; Taylor and Znajda, 2015; Ménard et al., 2020), and to a lesser extent, on the development of a sense of comfort in teaching (Sadler, 2013; Mahon et al., 2022). Researchers have put forward a variety of explanations as to why teachers differ according to their teaching experience. The social context of higher education is particularly important to consider in relation to new teachers, given that this is a new professional environment and social practice for them, involving new roles to adopt (Simmons, 2011; Trautwein, 2018). In so doing, isolation and insecurity may be greater at this stage of the career (Remmik et al., 2011; Simmons, 2011; Taylor and Znajda, 2015). The anxiety felt at the start of a career could be caused by the gap between what new teachers feel they can do, what they should be able to do and how they wish to develop (Nicholls, 2005; Remmik et al., 2011). In addition, the diversity of roles (Remmik et al., 2011; Thomas et al., 2011) and the fragmentation of identity observed in novices (Simmons, 2011) can present further challenges. In this way, new teachers' participation in teacher training would facilitate their entry into professional life, notably by expanding their networks and acquiring a broader understanding of teaching (Remmik et al., 2011; Mahon et al., 2022). As for early-career teachers' relationship with institutional culture, Knight and Trowler (2000) note that novice teachers are more likely to be sensitive to recurrent values, attitudes, and practices than their more experienced colleagues, for whom these elements are taken for granted. For their part, Kálmán et al. (2020) found that university lecturers with less teaching experience and in fixed-term positions were more or less aware of their institution's professional culture.

Since a university teacher is first and foremost an expert in his or her discipline, this is the starting point for developing pedagogical skills and a teacher identity (Nicholls, 2005; Pickering, 2006; Winberg, 2008; Remmik et al., 2011; Amundsen and Wilson, 2012; Trede et al., 2012; Gayle et al., 2013; Korhonen and Törmä, 2016). In this way, disciplinary affiliation emerges as a determining variable in educational development. Firstly, it is likely to influence motivation to teach. In research by Nicholls (2005), a considerably larger proportion of new teachers in the natural sciences perceived teaching as a necessity rather than a voluntary choice. Secondly, the nature of disciplinary knowledge, like the culture associated with it, would influence teaching methods and the type of pedagogical innovations experienced by teachers (Trowler and Cooper, 2002; Norton et al., 2005; Pickering, 2006; Kreber, 2010; Mälkki and Lindblom-Ylänne, 2012; Walder, 2017), but also the educational development practices favored by them (Kiffer, 2016). Teachers familiar with methodologies from the social sciences may find it easier to engage in development projects that align with a pedagogical research approach, such as SoTL, compared to their counterparts in the natural sciences (Kálmán et al., 2020). Furthermore, except for Ménard et al. (2020) who reported no significant variation, many studies recognize disciplinary affiliation as a factor influencing teachers' conceptions of teaching and learning (Lueddeke, 2003; Lindblom-Ylänne et al., 2006; Demougeot-Lebel and Perret, 2010; Kálmán et al., 2020). Teachers belonging to the natural sciences tend to be more focused on content transmission and teaching, whereas those in the humanities tend to focus more on fostering active student learning (Wegner and Nückles, 2015). In view of the specificities that emerge according to disciplinary affiliation, it is suggested that disciplinary diversity within educational development activities would enhance learning opportunities and broaden teachers' pedagogical practices (King, 2004; Warhurst, 2006; Remmik et al., 2011; Taylor and Znajda, 2015; van Lankveld et al., 2017). Winberg (2008) suggests that to strengthen interdisciplinary collaboration, individuals must recognize the complexity of their different ways of knowing and remain open to the potential of both generic and discipline-specific forms of teaching and learning.




4 Discussion and conclusion

While conducting the literature search, we encountered numerous texts that shared common features between formal educational research and studies within the realm of Scholarship of Teaching and Learning (SoTL). However, we excluded findings from SoTL-type research as it is conceived of as an educational development strategy designed to improve teaching and learning (Geertsema, 2016) within a specific context, with a focus on individual classrooms or teachers' experiences (Woodhouse, 2010). Regarding the use of SoTL as a modality for educational development, it seems that its potential diminishes when the emphasis is placed on generating pedagogical knowledge (Trigwell and Shale, 2004) or publishing for career advancement (Geertsema, 2016). Needless to say that the role and competencies of an educational researcher differ from those of a domain-expert teacher doing pedagogical research (Case, 2015).

Given that the growing popularity of SoTL is frequently associated with a desire to value teaching in a context where research may be more prestigious, it is important to examine the tension observed between teaching and research and its relationship with educational development. Research activities are often pointed out as an obstacle to educational development, and the competitive context in which universities currently find themselves places priority on research productivity and publications. In this context, it is surprising to see so much attention paid to the role of teacher when it comes to professional development, which seems somehow politically charged (Leibowitz, 2014). We therefore believe that an educational development focus potentially contributes to a fragmentation of the roles traditionally occupied by academics, insofar as educational development “often failed to attend to these other aspects of academic work and how they might complement or disrupt teaching” (McAlpine et al., 2009, p. 274). Despite the growth of teaching academics positions (teaching-only) (Rogers and Swain, 2022), professors remain the most common position within universities, involving research, teaching as well as university and community service. To this end, it might be favorable to consider a more holistic approach to academics' development (Sutherland, 2018).

Although the relationship between teaching and scientific research may be complex and not entirely obvious (Hattie and Marsh, 1996), we can highlight certain connections that may bolster motivation for teaching. On the one hand, the dissemination and transmission of knowledge is an integral part of the research process, of which teaching represents one means. Albero (2015) argues that this moment of transmission is a source of passion toward teaching for many, as they see it as a way of passing on the desire to know and learn, to study and understand, to question and debate. On the other hand, research contributes to the updating of constantly evolving content, just as contact with students via teaching keeps teachers up to date with students' concerns, ideas, and contemporary trends. In view of the effects of personal motivations and interactions on educational development, the consideration of teaching and research as competitive roles deserves some thought. If we look at the situation in reverse, it's worth noting that the introduction of the social utility of universities, such as to prepare competent students for a competitive market, also orients the production of knowledge that takes place in universities, which contravenes the fundamental principles of the scientific approach, notably that of being free from economic or ideological pressures, even if they may be implicit. In this respect, we found limited problematizations of educational development. Often presented as a necessity, critical reflection on the subject seems weak. While cultural and contextual changes in universities are mentioned (massification, neoliberal logic, New Public Management, etc.), their effects on university teaching are at best barely touched upon. Although the interaction of contexts and individuals is frequently recognized when investigating educational development processes, most studies tend to focus on individuals, evacuating the contexts of their evolution (O'Sullivan and Irby, 2011).

Increased competitiveness and publication requirements, ever larger class sizes, accountability, administrative tasks that take up more and more space, etc. represent conditions that are certainly unfavorable to providing quality teaching, putting teaching as performance and teaching as process in tension (Roxå and Mårtensson, 2009; Gibbs, 2013). There's no denying that the pressures on academics are enormous, and psychological distress is increasingly being observed among this population (Berliner, 2017). Indeed, many academics struggle to find a work-life balance (Bartlett et al., 2021; Woolston, 2021), which can lead “to impair faculty personal and professional competencies, reduce their productivity, and increase the experience of burnout” (Sabagh, 2019, p. 2). Yet these structural constraints that weigh heavily on individuals are placed under individual responsibility, accompanied by the pretext of a lack of preparedness to teach. This phenomenon represents a fundamental characteristic of neoliberal logic, where individuals are called upon to become entrepreneurs of their own existence (Servage, 2009), and manageable workers simultaneously (Morley, 2003). This highly constraining context also seems to lead to important ideological orientations to what is and isn't desirable in teaching (Gibbs, 2013).

Pedagogically, the trend is clearly toward student-centered approaches, but in a rather dogmatic way: “student-centered good, teacher-centered bad” (MacFarlane, 2015, p. 105). While the scientific mind should be able to distinguish gray, we are clearly witnessing black and white discourse, which is counterproductive.

In view of the ideological and political orientations underlying educational development, we reiterate Saroyan and Trigwell's (2015) conclusion that educational development is far from being established as a discipline. As they pointed out, the abundance of terminologies and definitions employed - or lack thereof - to discuss university teachers' educational development poses a limitation in understanding the results of studies conducted on this research topic, as does their generalization on the basis of a cumulative body of knowledge (Saroyan and Trigwell, 2015). The weakness of its conceptualization is all the more problematic, insofar as it plays a crucial role on the focus and outcomes of both research and practice (Webster-Wright, 2009).

From a practical standpoint, we emphasize the importance of acknowledging that professional learning is an essential component of one's professional life (Webster-Wright, 2009; Ambler et al., 2020). The results tend to point to individuality as the starting point for educational development (identity, motivations, teaching experiences, etc.). Subsequently, the interaction of this individuality with the contexts and individuals in which it evolves will determine the learning achieved. To this end, institutions must be aware of the conditions they offer teachers and recognize, for example, that class size influences the quality of teaching and learning, and that the pressure to publish limits the time allowed for reflection on teaching. Given the diversity in individual interests, motivations, teaching experiences, and needs, the variety of professional learning trajectories should be valued, and educational development should be a voluntary endeavor. The importance of time and resources given to the process, as well as space to reflect and interact with other members of the academic community, must be recognized as key conditions for supporting educational development of university teachers.

Given its evolving nature (Brew, 2007; Gibbs, 2013), developing a useful conceptualization of educational development remains challenging. This may be attributable to the diversity of definitions and modalities relating to educational development. Modalities which, as described in the literature, include activities such as workshops, mentoring, reading books, consulting peers or experts, pedagogical research (e.g., Scholarship of Teaching and Learning, self-study) and communities of practice. Most importantly, the modalities that have gained most traction in Higher Education share the common aim of professionalizing university teachers while not relying on an explicit definition of what it means to professionalize in that domain of practice. Educational development can therefore be conceived of as a pathway to professionalization paralleling professional development in a given academic discipline. Although some studies have specifically focused on the identity (Kreber, 2010; Nevgi and Löfström, 2015; Trautwein, 2018; McCune, 2019; Laiho et al., 2020) or the disciplinary culture (Lindblom-Ylänne et al., 2006; Mårtensson et al., 2011) of university teachers, our scoping review reveals that there is no comprehensive model for the professionalization of university teachers. In our previous studies focusing on student learning to become a professional, we have defined professionalization as a dynamic and continuous process resulting from acquiring professional competencies and understanding the professional culture, as well as forming a professional identity through the experience of roles in context-specific situations (Bélisle et al., 2021, 2022a,b). For future research, we feel that this professionalization framework could lead to deeper understanding about educational development of university teachers and benefit both scientifically and professionally to this field of study and practice.



Author contributions

MB: Conceptualization, Funding acquisition, Methodology, Project administration, Supervision, Validation, Writing—review & editing. VJ: Conceptualization, Formal analysis, Investigation, Methodology, Writing—original draft. NF: Methodology, Validation, Writing—review & editing.



Funding

The author(s) declare that financial support was received for the research, authorship, and/or publication of this article. This project funded by the Social Sciences and Humanities Research Council (SSHRC) (435-2021-0810) and Fonds de recherche du Québec- Société et Culture (FRQSC) (2022-SE3-300118).



Conflict of interest

The authors declare that the research was conducted in the absence of any commercial or financial relationships that could be construed as a potential conflict of interest.



Publisher's note

All claims expressed in this article are solely those of the authors and do not necessarily represent those of their affiliated organizations, or those of the publisher, the editors and the reviewers. Any product that may be evaluated in this article, or claim that may be made by its manufacturer, is not guaranteed or endorsed by the publisher.



References

 Åkerlind, G. S. (2003). Growing and developing as a university teacher. Variation in meaning. Stu. Higher Educ. 28, 375–390. doi: 10.1080/0307507032000122242

 Åkerlind, G. S. (2005). Academic growth and development - How do university academics experience it? Higher Educ. 50, 1–32. doi: 10.1007/s10734-004-6345-1

 Åkerlind, G. S. (2007). Constraints on academics' potential for developing as a teacher. Stu. Higher Educ. 32, 21–37. doi: 10.1080/03075070601099416

 Albero, B. (2015). Professionnaliser les enseignants-chercheurs à l'université: les effets pervers d'une bonne idée. Dist. Méd. Savoirs 11, 1–6. doi: 10.4000/dms.1124

 Allin, L. (2014). Collaboration between staff and students in the scholarship of teaching and learning: the potential and the problems. Teach. Learn. Inquiry ISSOTL J. 2, 95–102. doi: 10.2979/teachlearninqu.2.1.95

 Ambler, T., Solomonides, I., Smallridge, A., McCluskey, T., and Hannah, L. (2020). Professional learning for academics teaching first-year undergraduate students. Prof. Dev. Educ. 46, 845–857. doi: 10.1080/19415257.2019.1647272

 Amundsen, C., and Wilson, M. (2012). Are we asking the right questions? A conceptual review of the educational development literature in higher education. Rev. Educ. Res. 82, 90–126. doi: 10.3102/0034654312438409

 Arksey, H., and O'Malley, L. (2003). Scoping studies: Towards a methodological framework. Int. J. Soc. Res. Methodol. 8, 19–32. doi: 10.1080/1364557032000119616

 Attard, K. (2014). “Self-study as professional development: Some reflections from experience,” in Self-study in Physical Education Teacher Education: Exploring the Interplay of Practice and Scholarship, Vol. 13, eds. A. Ovens and T. Fletcher (Cham: Springer International Publishing), 29–43.

 Austin, A. E., and Sorcinelli, M. D. (2013). The future of faculty development: Where are we going? New Direct. Teach. Learn. 133, 85–97. doi: 10.1002/tl.20048

 Bailly, B., Demougeot-Lebel, J., and Lison, C. (2015). La formation d'enseignants universitaires nouvellement recrutés: quelles retombées? Rev. internationale de pédagogie de l'enseignement supérieur 31, 1–21. doi: 10.4000/ripes.990

 Balmer, D., D'Alessandro, D., Risko, W., and Gusic, M. E. (2011). How mentoring relationships evolve: a longitudinal study of academic pediatricians in a physician educator faculty development program. J. Contin. Educ. Health Prof. 31, 81–86. doi: 10.1002/chp.20110

 Bartlett, M. J., Arslan, F. N., Bankston, A., and Sarabipour, S. (2021). Ten simple rules to improve academic work-life balance. PLoS Comput. Biol. 17:e1009124. doi: 10.1371/journal.pcbi.1009124

 Bélisle, M., Heilporn, G., Lavoie, P., Lakhal, S., Lechasseur, K., Fernandez, N., Caty, M.-E., and Chichekian, T. (2022a). Development and validation of a measurement scale for the professionalization of university students in health sciences. Mesure et Évaluation. 45, 215–247. doi: 10.7202/1110997ar

 Bélisle, M., Jean, V., Lechasseur, K., Goudreau, J., Fernandez, N., Lavoie, P., Bastidas, P., Bélanger, M., and Leclerc, G. (2022b). Conceptions de la professionnalisation et trajectoires d'apprentissage d'étudiants dans des programmes universitaires en santé. Revue des sciences de l'éducation de McGill 57, 222–243. doi: 10.7202/1102021ar

 Bélisle, M., Lavoie, P., Pepin, J., Fernandez, N., Boyer, L., Lechasseur, K., and Larue, C. (2021). A Conceptual framework of student professionalization for health professional education and research. Int. J. Nurs. Educ. Scholarsh. 18:104. doi: 10.1515/ijnes-2020-0104

 Bergman, L. (2014). The research circle as a resource in challenging academics' perceptions of how to support students' literacy development in Higher Education. Can. J. Action Res. 15, 3–20. doi: 10.33524/cjar.v15i2.137

 Berliner, D. (2017). Angoisses académiques. Revue du MAUSS. 50, 341–345. doi: 10.3917/rdm.050.0341

 Bovill, C., Cook-Sather, A., and Felten, P. (2011). Students as co-creators of teaching approaches, course design, and curricula: implications for academic developers. Int. J. Acad. Dev. 16, 133–145. doi: 10.1080/1360144X.2011.568690

 Braun, V., and Clarke, V. (2006). Using thematic analysis in psychology. Q. Res. Psychol. 3, 77–101. doi: 10.1191/1478088706qp063oa

 Braun, V., and Clarke, V. (2022). Conceptual and design thinking for thematic analysis. Q. Psychol. 9, 3–26. doi: 10.1037/qup0000196

 Brew, A. (2007). Evaluating academic development in a time of perplexity. In. J. Acad. Dev. 12, 69–72. doi: 10.1080/13601440701604823

 Bridges, R. (2012). Online reflections in a blended approach to collaborative faculty development (Ph.D. thesis). Knoxville, TN: University of Tennessee.

 Case, J. (2015). Knowledge for teaching, knowledge about teaching: exploring the links between education research, scholarship of teaching and learning (sotl) and scholarly teaching. J. Educ. 61, 53–72. doi: 10.17159/i61a03

 Chalmers, D., and Gardiner, D. (2015). The measurement and impact of university teacher development programs. Educar 51:53. doi: 10.5565/rev/educar.655

 Dawson, D. L., Meadows, K. N., Kustra, E., and Hansen, K. D. (2019). Perceptions of institutional teaching culture by tenured, tenure-track, and sessional faculty. Can. J. Higher Educ. 49, 115–128. doi: 10.47678/cjhe.v49i3.188493

 Demougeot-Lebel, J. (2014). Enseignants-chercheurs de la génération Y : Incidence sur les pratiques pédagogiques? Rev. Int. de pédagogie de L'enseignement Supérieur 30, 1–22. doi: 10.4000/ripes.883

 Demougeot-Lebel, J., and Lison, C. (2022). Soutenir le développement professionnel pédagogique des enseignants du supérieur: une revue de littérature. Spirale - Revue de Recherches en Éducation 69, 129–145. doi: 10.3917/spir.069.0129

 Demougeot-Lebel, J., and Perret, C. (2010). Identifier les conceptions de l'enseignement et de l'apprentissage pour accompagner le développement professionnel des enseignants débutants à l'université. Savoirs 23, 51–72. doi: 10.3917/savo.023.0051

 Demougeot-Lebel, J., and Perret, C. (2011a). Une formation pédagogique peut-elle modifier les conceptions de jeunes enseignants universitaires sur l'apprentissage et l'enseignement? Revue des Sciences de L'éducation. 37, 327–354. doi: 10.7202/1008989ar

 Demougeot-Lebel, J., and Perret, C. (2011b). Qu'attendent les enseignants universitaires français en termes de formation et d'accompagnement pédagogiques? Rev. Int. de pédagogie de L'enseignement Supérieur. 27, 1–24. doi: 10.4000/ripes.456

 Ferman, T. (2002). Academic professional development practice: what lecturers find valuable. Int. J. Acad. Dev. 7, 146–158. doi: 10.1080/1360144032000071305

 Frenay, M., Jorro, A., and Poumay, M. (2011). Développement pédagogique, développement professionnel et accompagnement. Recherche et Formation 67, 105–115. doi: 10.4000/rechercheformation.1426

 Friedman, A., and Phillips, M. (2004). Continuing professional development: developing a vision. J. Educ. Work 17, 361–376. doi: 10.1080/1363908042000267432

 Gautreau, C. (2011). Motivational factors affecting the integration of a learning management system by faculty. J. Educ. Online 8, 1–25. doi: 10.9743/JEO.2011.1.2

 Gayle, B. M., Randall, N., Langley, L., and Preiss, R. (2013). Faculty learning processes: a model for moving from scholarly teaching to the scholarship of teaching and learning. Teaching Learning Inquiry 1, 81–93. doi: 10.20343/teachlearninqu.1.1.81

 Geertsema, J. (2016). Academic development, SoTL and educational research. Int. J. Acad. Dev. 21, 122–134. doi: 10.1080/1360144X.2016.1175144

 Gibbs, G. (2013). Reflections on the changing nature of educational development. Int. J. Acad. Dev. 18, 4–14. doi: 10.1080/1360144X.2013.751691

 Gibbs, G., and Coffrey, M. (2004). The impact of training of university teachers on their teaching skills, their approach to teaching and the approach to learning of their students. Active Learn. Higher Educ. 5, 87–100. doi: 10.1177/1469787404040463

 Gobeil-Proulx, J., Hamel, C., and Viau-Guay, A. (2018). Apprendre en s'observant sur vidéo : une revue systématique de la littérature. Revue Int. de pédagogie de l'enseignement supérieur. 34, 1–23. doi: 10.4000/ripes.1316

 Gosling, D. (2009). Educational development in the UK: A Complex and contradictory reality. International Journal for Academic Development. 14, 5–18. doi: 10.1080/13601440802659122

 Hanbury, A., Prosser, M., and Rickinson, M. (2008). The differential impact of UK accredited teaching development programmes on academics' approaches to teaching. Studies in Higher Education. 33, 469–483. doi: 10.1080/03075070802211844

 Hattie, J., and Marsh, H. W. (1996). The relationship between research and teaching: a meta-analysis. Rev. Educ. Res. 66, 507–542. doi: 10.3102/00346543066004507

 Hubball, H., Clarke, A., and Poole, G. (2010). Ten-year reflections on mentoring SoTL research in a research-intensive university. Int. J. Acad. Dev. 15, 117–129. doi: 10.1080/13601441003737758

 Huston, T., and Weaver, C. L. (2008). Peer coaching: professional development for experienced faculty. Innov. Higher Educ. 33, 5–20. doi: 10.1007/s10755-007-9061-9

 Jääskelä, P., Häkkinen, P., and Rasku-Puttonen, H. (2017). Supporting and constraining factors in the development of university teaching experienced by teachers. Teach. Higher Educ. 22, 655–671. doi: 10.1080/13562517.2016.1273206

 Kálmán, O., Tynjälä, P., and Skaniakos, T. (2020). Patterns of university teachers' approaches to teaching, professional development and perceived departmental cultures. Teach. Higher Educ. 25, 595–614. doi: 10.1080/13562517.2019.1586667

 Kelly, N., Nesbit, S., and Oliver, C. (2012). A difficult journey: transitioning from STEM (science, technology, engineering and mathematics) to SoTL. Int. J. Scholar. Teach. Learn. 6, 1–10. doi: 10.20429/ijsotl.2012.060118

 Kember, D., Leung, D. Y. P., and Kwan, K. P. (2002). Does the use of student feedback questionnaires improve the overall quality of teaching? Assess. Eval. Higher Educ. 27, 411–425. doi: 10.1080/0260293022000009294

 Kennedy, A. (2014). Models of continuing professional development: a framework for analysis. Prof. Dev. Educ. 40, 336–351. doi: 10.1080/19415257.2014.929293

 Kiffer, S. (2016). La construction des compétences d'enseignement des enseignants-chercheurs novices de l'université en France (Ph.D. thesis). Strasbourg: Strasbourg University.

 Kiffer, S. (2018). Apprendre à enseigner dans le supérieur : quels modèles pour la construction des compétences des universitaires novices? Rev. Int. de pédagogie de l'enseignement Supérieur 34, 1–20. doi: 10.4000/ripes.1654

 King, H. (2004). Continuing professional development in higher education: What do academics do? Planet 13, 26–29. doi: 10.11120/plan.2004.00130026

 Knight, P., Tait, J., and Yorke, M. (2006). The professional learning of teachers in higher education. Stu. Higher Educ. 31, 319–339. doi: 10.1080/03075070600680786

 Knight, P., and Trowler, P. R. (2000). Department-level cultures and the improvement of learning and teaching. Stu. Higher Educ. 25, 69–83. doi: 10.1080/030750700116028

 Knol, M. H., Veld, R., Vorst, H. C. M., van Driel, J. H., and Mellenbergh, G. J. (2013). Experimental effects of student evaluations coupled with collaborative consultation on college professors' instructional skills. Res. High. Educ. 54, 825–850. doi: 10.1007/s11162-013-9298-3

 Korhonen, V., and Törmä, S. (2016). Engagement with a teaching career: how a group of Finnish university teachers experience teacher identity and professional growth. J. Further Higher Educ. 40, 65–82. doi: 10.1080/0309877X.2014.895301

 Kreber, C. (2010). Academics' teacher identities, authenticity and pedagogy. Stu. Higher Educ. 35, 171–194. doi: 10.1080/03075070902953048

 Kugel, P. (1993). How professors develop as teachers. Stu. Higher Educ. 18, 315–328. doi: 10.1080/03075079312331382241

 Laiho, A., Jauhiainen, A., and Jauhiainen, A. (2020). Being a teacher in a managerial university: academic teacher identity. Teach. Higher Educ. 2, 1–18. doi: 10.1080/13562517.2020.1716711

 Lameul, G., Peltier, C., and Charlier, B. (2014). Dispositifs hybrides de formation et développement professionnel. Effets perçus par des enseignants du supérieur. Educ. Formation. e-301, 99–113. Available online at: https://archive-ouverte.unige.ch/unige:37228

 Lee, A., and McWilliam, E. (2008). What game are we in? Living with academic development. Int. J. Acad. Dev. 13, 67–77. doi: 10.1080/13601440701860284

 Leibowitz, B. (2014). Reflections on academic development: What is in a name? Int. J. Acad. Dev. 19, 357–360. doi: 10.1080/1360144X.2014.969978

 Light, G., Calkins, S., Luna, M., and Drane, D. (2009). Assessing the impact of a year-long faculty development program on faculty approaches to teaching. Int. J. Teach. Learning Higher Educ. 20, 168–181. Available online at: https://www.isetl.org/ijtlhe/pdf/IJTLHE328.pdf

 Lindblom-Ylänne, S., Trigwell, K., Nevgi, A., and Ashwin, P. (2006). How approaches to teaching are affected by discipline and teaching context. Stu. Higher Educ. 31, 285–298. doi: 10.1080/03075070600680539

 Lueddeke, G. R. (2003). Professionalising teaching practice in higher education: a study of disciplinary variation and “teaching-scholarship”. Stu. Higher Educ. 28, 213–228. doi: 10.1080/0307507032000058082

 Mårtensson, K. (2014). Influencing teaching and learning microcultures. academic development in a research-intensive university (Ph.D. thesis). Lund: Lund University.

 Mårtensson, K., Roxå, T., and Olsson, T. (2011). Developing a quality culture through the scholarship of teaching and learning. Higher Educ. Res. Dev. 30, 51–62. doi: 10.1080/07294360.2011.536972

 MacFarlane, B. (2015). Dualisms in higher education. Higher Educ. Q. 69, 101–118. doi: 10.1111/hequ.12046

 Mahon, K., Dentler, S., and Seipel, S. (2022). Nurturing professional growth among new academics. Teach. Higher Educ. 27, 155–170. doi: 10.1080/13562517.2019.1704725

 Mälkki, K., and Lindblom-Ylänne, S. (2012). From reflection to action? Barriers and bridges between higher education teachers' thoughts and actions. Stu. Higher Educ. 37, 33–50. doi: 10.1080/03075079.2010.492500

 Mathieson, S. (2011). Developing academic agency through critical reflection: a sociocultural approach to academic induction programmes. Int. J. Acad. Dev. 16, 243–256. doi: 10.1080/1360144X.2011.596730

 McAlpine, L., Amundsen, C., Clement, M., and Light, G. (2009). Rethinking our underlying assumptions about what we do and why we do it: academic development as a case. Stu. Cont. Educ. 31, 261–280. doi: 10.1080/01580370903271461

 McAlpine, L., Amundsen, C., and Turner, G. (2014). Identity-trajectory: Reframing early career academic experience. Br. Educ. Res. J. 40, 952–969. doi: 10.1002/berj.3123

 McCune, V. (2019). Academic identities in contemporary higher education: Sustaining identities that value teaching. Teach. Higher Educ. 22, 1–16. doi: 10.1080/13562517.2019.1632826

 McGrath, C. (2017). What we talk when we talk about change (Ph.D thesis). Stockholm: Stockholm University.

 McKenna, A. F., Yalvac, B., and Light, G. J. (2009). The role of collaborative reflection on shaping engineering faculty teaching approaches. J. Eng. Educ. 98, 17–26. doi: 10.1002/j.2168-9830.2009.tb01002.x

 McNaughton, S. M., and Billot, J. (2016). Negotiating academic teacher identity shifts during higher education contextual change. Teach. Higher Educ. 21, 644–658. doi: 10.1080/13562517.2016.1163669

 McQuiggan, C. A. (2012). Faculty development for online teaching as a catalyst for change. J. Asynchronous Learn. Netw. 16, 27–61. doi: 10.24059/olj.v16i2.258

 Ménard, L., Hoffmann, C., Boucher, S., and Riopel, M. (2020). Effets de la formation et de l'accompagnement pédagogiques sur le niveau de centration sur l'apprentissage des nouveaux professeurs. Rev. Int. de pédagogie de L'enseignement Supérieur 36, 1–23. doi: 10.4000/ripes.2527

 Morley, L. (2003). Quality and Power in Higher Education. New York, NY: Society for Research in Higher Education and Open University Press.

 Nevgi, A., and Löfström, E. (2015). The development of academics' teacher identity: enhancing reflection and task perception through a university teacher development programme. Stu. Educ. Eval. 46, 53–60. doi: 10.1016/j.stueduc.2015.01.003

 Nicholls, G. (2005). New lecturers' constructions of learning, teaching and research in higher education. Stu. Higher Educ. 30, 611–625. doi: 10.1080/03075070500249328

 Norton, L., Richardson, T. E., Hartley, J., Newstead, S., and Mayes, J. (2005). Teachers' beliefs and intentions concerning teaching in higher education. Higher Educ. 50, 537–571. doi: 10.1007/s10734-004-6363-z

 Ödalen, J., Brommesson, D., Erlingsson, G. O., Karlsson Schaffer, J., and Fogelgren, M. (2019). Teaching university teachers to become better teachers: the effects of pedagogical training courses at six Swedish universities. Higher Educ. Res. Dev. 38, 339–353. doi: 10.1080/07294360.2018.1512955

 O'Sullivan, P. S., and Irby, D. M. (2011). Reframing research on faculty development. Acad. Med. 86, 421–428. doi: 10.1097/ACM.0b013e31820dc058

 Ouellett, M. L. (2010). “Overview of faculty development: history and choices,” in A Guide to Faculty Development, 2nd Edn, eds. K. J. Gillespie and D. L. Robertson (London: Jossey-Bass), 3–20.

 Paillé, P., and Mucchielli, A. (2016). L'analyse Qualitative en Sciences Humaines et Sociales, 4th Edn. Paris: Armand Collin.

 Phillipson, A., Riel, A., and Leger, A. (2018). Between knowing and learning: new instructors' experiences in active learning classrooms. The Can. J. Scholarship Teach. Learn. 9, 1–20. doi: 10.5206/cjsotl-rcacea.2018.1.4

 Pickering, A. M. (2006). Learning about university teaching: reflections on a research study investigating influences for change. Teach. Higher Educ. 11, 319–335. doi: 10.1080/13562510600680756

 Postareff, L., Lindblom-Ylänne, S., and Nevgi, A. (2007). The effect of pedagogical training on teaching in higher education. Teach. Teacher Educ. 23, 557–571. doi: 10.1016/j.tate.2006.11.013

 Prosser, M., and Trigwell, K. (1999). Understanding Learning and Teaching. The Experience in Higher Education. Suffolk: Society for Research into Higher Education and Open University Press.

 Quinlan, K. M., and Åkerlind, G. S. (2000). Factors affecting departmental peer collaboration for faculty development: two cases in context. Higher Educ. 40, 23–52. doi: 10.1023/A:1004096306094

 Rege Colet, N., and Berthiaume, D. (2012). L'évaluation des enseignants universitaires. Du contrôle des compétences pédagogiques aux dispositifs de développement professionnel. Spirale - Revue de recherches en Éduc. 49, 221–235. doi: 10.3406/spira.2012.1118

 Remmik, M., Karm, M., Haamer, A., and Lepp, L. (2011). Early-career academics' learning in academic communities. Int. J. Acad. Dev. 16, 187–199. doi: 10.1080/1360144X.2011.596702

 Richards, K. A. R., and Ressler, J. D. (2016). A collaborative approach to self-study research in physical education teacher education. J. Teaching Phys. Educ. 35, 290–295. doi: 10.1123/jtpe.2015-0075

 Rogers, B., and Swain, K. (2022). Teaching academics in higher education: resisting teaching at the expense of research. The Austr. Educ. Res. 49, 1045–1061. doi: 10.1007/s13384-021-00465-5

 Roxå, T., and Mårtensson, K. (2009). Significant conversations and significant networks : exploring the backstage of the teaching arena. Stu. Higher Educ. 34, 547–559. doi: 10.1080/03075070802597200

 Roxå, T., Olsson, T., and Martensson, K. (2008). Appropriate use of theory in the scholarship of teaching and learning as a strategy for institutional development. Arts Hum. Higher Educ. 7, 276–294. doi: 10.1177/1474022208094412

 Rumrill, P., Fitzgerald, S., and Merchant, W. (2010). Using scoping literature reviews as a means of understanding and interpreting existing literature. Work.35, 399–404. doi: 10.3233/WOR-2010-0998

 Sabagh, Z. (2019). An examination of faculty well-being in Canadian research universities (Thesis dissertation). Montrea: McGill University.

 Sadler, I. (2013). The role of self-confidence in learning to teach in higher education. Innov. Educ. Teach. Int. 50, 157–166. doi: 10.1080/14703297.2012.760777

 Saroyan, A., and Trigwell, K. (2015). Higher education teachers' professional learning: Process and outcome. Stu. Educ. Eval. 46, 92–101. doi: 10.1016/j.stueduc.2015.03.008

 Servage, L. (2009). The scholarship of teaching and learning and the neo-liberalization of higher education: constructing the entrepreneurial learner. Can. J. Higher Educ. 39, 25–43. doi: 10.47678/cjhe.v39i2.484

 Shaw, R. (2018). Professionalising teaching in HE: the impact of an institutional fellowship scheme in the UK. Higher Educ. Res. Dev. 37, 145–157. doi: 10.1080/07294360.2017.1336750

 Simmons, N. (2011). Caught with their constructs down? Teaching development in the pre-tenure years. Int. J. Acad. Dev. 16, 229–241. doi: 10.1080/1360144X.2011.596706

 Skelton, A. (2012). Teacher identities in a research-led institution: in the ascendancy or on the retreat? Br. Educ. Res. J. 38, 23–39. doi: 10.1080/01411926.2010.523454

 Smith, J. (2017). Target-setting, early-career academic identities and the measurement culture of UK higher education. Higher Educ. Res. Dev. 36, 597–611. doi: 10.1080/07294360.2017.1288708

 Steinert, Y., Mann, K., Centeno, A., Dolmans, D., Spencer, J., Gelula, M., and Prideaux, D. (2006). A systematic review of faculty development initiatives designed to improve teaching effectiveness in medical education : BEME Guide No. 8. Med. Teacher 28, 497–526. doi: 10.1080/01421590600902976

 Stes, A., Min-Leliveld, M., Gijbels, D., and Van Petegem, P. (2010). The impact of instructional development in higher education : The state-of-the-art of the research. Educ. Res. Rev. 5, 25–49. doi: 10.1016/j.edurev.2009.07.001

 Stes, A., and van Petegem (2011a). Instructional development for early career academics: an overview of impact. Educ. Res. 53, 459–474. doi: 10.1080/00131881.2011.625156

 Stes, A., and van Petegem, P. (2011b). La formation pédagogique des professeurs dans l'enseignement supérieur. Une étude d'impact. Recherche et Formation 67, 15–30. doi: 10.4000/rechercheformation.1360

 Sutherland, K. A. (2017). Constructions of success in academia: an early career perspective. Stu. Higher Educ[[Inline Image]]. 42, 743–759. doi: 10.1080/03075079.2015.107215

 Sutherland, K. A. (2018). Holistic academic development: Is it time to think more broadly about the academic development project? Int. J. Acad. Dev. 23, 261–273. doi: 10.1080/1360144X.2018.1524571

 Taylor, K. L., and Znajda, S. K. (2015). Demonstrating the impact of educational development: the case of a course design collaborative. Stu. Educ. Eval. 46, 39–46. doi: 10.1016/j.stueduc.2014.11.003

 Thomas, K., McNaught, C., Wong, K., and Li, Y. (2011). Early-career academics' perceptions of teaching and learning in Hong Kong: implications for professional development. Int. J. Acad. Dev. 16, 257–268. doi: 10.1080/1360144X.2011.596731

 Thomas, L., Harden-Thew, K., Delahunty, J., and Amelia, B. (2016). A vision of You-topia : personalising professional development of teaching in a diverse academic workforce. J. Univ. Teach. Learning Prac. 13, 1–12. doi: 10.53761/1.13.4.5

 Thomson, K. E. (2013). The nature of academics' informal conversation about teaching, 251 (Ph.D thesis). Sydney: University of Sydney

 Thomson, K. E., and Trigwell, K. R. (2018). The role of informal conversations in developing university teaching? Stu. Higher Educ. 43, 1536–1547. doi: 10.1080/03075079.2016.1265498

 Tight, M. . (2018). Tracking the scholarship of teaching and learning. Policy Rev. Higher Educ. 2, 61–78. doi: 10.1080/23322969.2017.1390690

 Tinnell, T., Ralston, P., Tretter, T., and Mills, M. (2019). Sustaining pedagogical change via faculty learning community. Int. J. STEM Educ. 6, 1–16. doi: 10.1186/s40594-019-0180-5

 Trautwein, C. (2018). Academics' identity development as teachers. Teach. Higher Educ. 23, 995–1010. doi: 10.1080/13562517.2018.1449739

 Trede, F., Macklin, R., and Bridges, D. (2012). Professional identity development: a review of the higher education literature. Stu. Higher Educ. 37, 365–384. doi: 10.1080/03075079.2010.521237

 Trigwell, K., and Shale, S. (2004). Student learning and the scholarship of university teaching. Stu. Higher Educ. 29, 523–536. doi: 10.1080/0307507042000236407

 Trowler, P., and Cooper, A. (2002). Teaching and learning regimes: implicit theories and recurrent practices in the enhancement of teaching and learning through educational development programmes. Higher Educ. Res. Dev. 21, 221–240. doi: 10.1080/0729436022000020742

 van Lankveld, T., Schoonenboom, J., Volman, M., Croiset, G., and Beishuizen, J. (2017). Developing a teacher identity in the university context: a systematic review of the literature. Higher Educ. Res. Dev. 36, 325–342. doi: 10.1080/07294360.2016.1208154

 van Schalkwyk, S., Leibowitz, B., Herman, N., and Farmer, J. (2015). Reflections on professional learning: choices, context and culture. Stu. Educ. Eval. 46, 4–10. doi: 10.1016/j.stueduc.2015.03.002

 van Waes, S., Van den Bossche, P., Moolenaar, N. M., Stes, A., and Van Petegem, P. (2015). Uncovering changes in university teachers' professional networks during an instructional development program. Stu. Educ. Eval. 46, 11–28. doi: 10.1016/j.stueduc.2015.02.003

 Vermote, B., Aelterman, N., Beyers, W., Aper, L., Buysschaert, F., and Vansteenkiste, M. (2020). The role of teachers' motivation and mindsets in predicting a (de)motivating teaching style in higher education: a circumplex approach. Motiv. Emotion 44, 270–294. doi: 10.1007/s11031-020-09827-5

 Wagenheim, G. (2014). Professional artistry revealed: business professors' use of reflection in their teaching. Ref. Prac. 15, 836–850. doi: 10.1080/14623943.2014.944140

 Walder, A. M. (2017). Pedagogical innovation in Canadian higher education: Professors' perspectives on its effects on teaching and learning. Stu. Educ. Eval. 54, 71–82. doi: 10.1016/j.stueduc.2016.11.001

 Warhurst, R. P. (2006). “We really felt part of something”: participatory learning among peers within a university teaching-development community of practice. Int. J. Acad. Dev. 11, 111–122. doi: 10.1080/13601440600924462

 Warr Pedersen, K. (2017). Supporting collaborative and continuing professional development in education for sustainability through a communities of practice approach. Int. J. Sust. Higher Educ. 18, 681–696. doi: 10.1108/IJSHE-02-2016-0033

 Webster-Wright, A. (2009). Reframing professional development through understanding authentic professional learning. Rev. Educ. Res. 79, 702–739. doi: 10.3102/0034654308330970

 Wegner, E., and Nückles, M. (2015). Knowledge acquisition or participation in communities of practice? Academics' metaphors of teaching and learning at the university. Stu. Higher Educ. 40, 624–643. doi: 10.1080/03075079.2013.842213

 Weurlander, M., and Stenfors-Hayes, T. (2008). Developing medical teachers' thinking and practice: impact of a staff development course. Higher Educ. Res. Dev. 27, 143–153. doi: 10.1080/07294360701805283

 Winberg, C. (2008). Teaching engineering/engineering teaching: interdisciplinary collaboration and the construction of academic identities. Teach. Higher Educ. 13, 353–367. doi: 10.1080/13562510802045394

 Woodhouse, R. (2010). Hype or hope: Can the scholarship of teaching and learning fulfill its promise? Int. J. Scholar. Teaching Learn. 4, 1–8. doi: 10.20429/ijsotl.2010.040113

 Woolston, C. (2021). “The problem is greater than it's ever been”: US universities urged to invest in mental-health resources. Nature 590, 171–172. doi: 10.1038/d41586-021-00229-2

 Ylijoki, O. H., and Henriksson, L. (2017). Tribal, proletarian and entrepreneurial career stories: Junior academics as a case in point. Stu. Higher Educ. 42, 1292–1308. doi: 10.1080/03075079.2015.1092129

 Ylijoki, O. H., and Ursin, J. (2013). The construction of academic identity in the changes of Finnish higher education. Stu. Higher Educ. 38, 1135–1149. doi: 10.1080/03075079.2013.833036

Copyright
 © 2024 Bélisle, Jean and Fernandez. This is an open-access article distributed under the terms of the Creative Commons Attribution License (CC BY). The use, distribution or reproduction in other forums is permitted, provided the original author(s) and the copyright owner(s) are credited and that the original publication in this journal is cited, in accordance with accepted academic practice. No use, distribution or reproduction is permitted which does not comply with these terms.



OPS/xhtml/Nav.xhtml




Contents





		Cover



		The educational development of university teachers: mapping the landscape



		1 Introduction



		2 Methods



		3 Results



		3.1 Definitions given to the educational development of university teachers



		3.2 Aims of educational development in university



		3.3 Factors that foster educational development



		3.4 Significant variables in educational development







		4 Discussion and conclusion



		Author contributions



		Funding



		Conflict of interest



		Publisher's note



		References

















OPS/images/cover.jpg
& frontiers | Frontiers in Education

The educational development of
university teachers: mapping the
landscape





OPS/images/feduc-09-1376658-t001.jpg
Keywords

Educational development

AND teacher OR educator OR faculty OR
academic teacher

AND higher education OR university

"

développement pédagogique

ET enseignant OU formateur

ET enseignement supérieur OU université

Databases

CAIRN

ERIC

ProQuest

Education Source

Google Scholar

Inclusion criteria

Document type: peer-reviewed articles

Languages: French and English

Time period: 2010-2022

Exclusion criteria

Educational development of teachers in
clinical settings












OPS/images/crossmark.jpg
©

|






OPS/images/logo.jpg
& frontiers | Frontiers in Education







